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Miller, Bart J., Inequities in the number of days assigned to an exclusionary consequence 
as a function of ethnicity/race and economic status of Texas high school students: A 
multiyear statewide investigation.  Doctor of Education (Educational Leadership), May 
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Purpose 
The purpose of this journal-ready dissertation was to determine the degree to 
which the number of days that Texas Grade 9, 10, and 11 students assigned an 
exclusionary discipline consequence differed by their ethnicity/race (i.e. Black, Hispanic, 
and White), and economic status (i.e. Poor, Not Poor).  In the first study, the extent to 
which differences existed in the number of days assigned to an exclusionary discipline 
consequence (i.e. in-school suspension, out-of-school suspension) based on the 
ethnicity/race of Grade 9, 10, and 11 boys was investigated.  In the second study, the 
extent to which differences existed in the number of days assigned to an exclusionary 
discipline consequence based on the ethnicity/race of Grade 9, 10, and 11 girls was 
investigated.  In the third study, the extent in which differences existed in the number of 
days Texas Grade 9, 10, and 11 boys were assigned an exclusionary discipline 
consequence based on their economic status was investigated. 
Method 
In this analysis, a causal-comparative research design was used. Archival data 
were obtained from the Texas Education Agency through a Public Information Request 





In all three grade levels and for all three school years, clear disparities were 
documented in the assignment of days to exclusionary discipline consequences.  Black 
boys were assigned to the highest number of days in both in-school suspension and to 
out-of-school suspension, followed by Hispanic boys, and then by White boys.  Similar 
results were documented for girls.  In all three grade levels and for all three school years, 
Black girls were assigned to the highest number of days to both in-school suspension and 
to out-of-school suspension, followed by Hispanic girls and then by White girls.  
Concerning poverty, for all three grade levels and for all three school years, Black, 
Hispanic, and White students who were Poor were assigned statistically significantly 
more days to in-school suspension and to out-of-school suspension than their peers who 
were Not Poor.  Results were congruent with the extant literature regarding the presence 
of statistically significant relationships between student demographic characteristics and 
exclusionary discipline assignments.   
 
Keywords: Disproportionality, In-school suspension, Out-of-school suspension, 
Ethnicity/Race, Black, Hispanic, White, Economic status, Poor, Not poor, Boys, Girls, 
Grades 9, 10, and 11 
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Educators have the task of ensuring students receive the learning, skills, and 
training needed to be successful in life.  These same educators are also responsible for 
ensuring students receive their education in a safe and secure environment.  In Texas, as 
in other states, educators have a set of disciplinary tools at their disposal to maintain a 
safe and secure learning environment for students.  Descriptions of disciplinary 
consequences in Texas are present in the Texas Education Code Chapter 37 (Texas 
Education Agency, 2019c).  Disciplinary assignments can range from an after-school 
detention to a Juvenile Justice Alternative Education Program placement.  The more 
severe the discipline infraction is results in a stronger exclusionary discipline assignment.  
Exclusionary discipline assignments remove children from the classroom or school where 
they receive their education (Skiba, Arredondo, & Williams, 2014).   
Problems with discipline is one of the major factors that has been determined to 
lead to students dropping out of school and earning less throughout their lifetime (Jordan 
& Anil, 2009; Neild, Balfanz, & Herzog, 2007; Smith et al., 2020; Viadero, 2006).  
Students of color and students from economically disadvantaged backgrounds are 
disproportionately represented with respect to exclusionary discipline consequences 
(Losen et al., 2015; Ryan & Goodram, 2013; Skiba, Michael, Nardo, & Peterson, 2002; 
Sullivan, Klingbeil, & Van Norman, 2013).  These exclusionary discipline consequences 
exacerbate achievement and opportunity gaps resulting in increased failure rates, 
dropouts, and future problems with the legal system for students of color (Gregory, 




In Texas, disproportionalities in assignments to exclusionary discipline 
consequences, as well as inequities in the number of days assigned to exclusionary 
discipline consequences as a function of ethnicity/race and economic status, has been 
investigated (e.g., Harkrider & Slate, 2020; White, 2019; White & Slate, 2017).  In these 
empirical analyses, the focus was placed on middle school students.  As such, empirical 
research is warranted to ascertain the extent to which the disproportionalities in 
exclusionary discipline consequences and inequities in the number of days assigned to 
exclusionary discipline consequences documented to be present at the middle school 
level are present at the secondary level.  This research topic is important because 
increased exclusionary discipline consequences of days assigned in each discipline 
consequence results in diminished academic progress, delayed social development, and 
increased problems with law enforcement (Battal, Pearrow, & Kaye, 2020; Fasching-
Varner et al., 2014; Jordan & Anil, 2009; Skiba et al., 2011).  The negative effect of 
exclusionary discipline on student educational and social growth is of vital importance to 
anyone whose lives interact with students.   
Review of the Literature for Discipline Consequence Inequities by Ethnicity/Race 
for Boys 
Disproportionality in the assignment of exclusionary discipline consequences is a 
problem at both the national and state level.  According to the Office of Civil Rights 
(2016), over 50 million students were enrolled in public schools in the United States in 
the 2015-2016 school year.  Of the over 50 million students enrolled in public schools in 
the United States for the 2015-2016 school year, approximately 2.7 million students had 




form of exclusionary discipline consequence used in public schools.  The second most 
common exclusionary consequence used is out-of-school suspensions followed by 
expulsions (Office of Civil Rights, 2016).  With respect to ethnicity/race of these 
students, Black students represented over 15% of the total student population, Hispanic 
students made up over 25% of the student population, and White students represented 
more than 48% of the student population.  For students who were assigned to an in-
school suspension in 2015-2016, Black students were assigned to 33% of the in-school 
suspensions, Hispanic students were assigned to 23% of all in-school suspensions, and 
White students were assigned 39% of all in-school suspensions.  As such, Black students 
were assigned to an in-school suspension at twice their percentage in the student 
population whereas Hispanic and White students were assigned at a rate lower than their 
percentage of the student population. 
For the state of interest for this article, Texas, over 5 million students were 
enrolled in public schools in the 2015-2016 school year.  In Texas, Black students made 
up 13% of the student population, Hispanic students represented 52% of the student 
population, and White students made up 29% of the student population.  Of the over 5 
million students, 500,529 were assigned to an in-school suspension.  For in-school 
suspensions in 2015-2016, Black students were assigned to 24% of all in-school 
suspensions, Hispanic students were assigned to 50% of all in-school suspensions, and 
White students were assigned 23% of all in-school suspensions (Office of Civil Rights, 
2016).  As such, Black students were assigned to an in-school suspension about twice 




suspension at an equal rate to their percentage of the student population, and White 
students were assigned at a rate lower than their percentage of the student population. 
In the United States for the 2015-2016 school year, over two and a half million 
students were assigned to an out-of-school suspension.  Out-of-school suspension 
assignments rank second behind in-school suspensions as an exclusionary discipline 
consequence (Office of Civil Rights, 2016).  Black students were assigned to about 41% 
of the out-of-school suspensions.  Hispanic students were assigned to 21% of the out-of-
school suspensions and White students were assigned to 32% of the out-of-school 
suspensions.  By total student population, Black students were assigned out-of-school 
suspensions more than twice the percentage of their population, Hispanic students were 
assigned out-of-school suspensions slightly less than equal to their percentage of the total 
student population, and White students were assigned out-of-school suspensions at a rate 
less than their total student population. 
For the State of Texas in the 2015-2016 school year, 251,825 students were 
assigned one or more out-of-school suspensions.  Of that total, Black students represented 
33% of all students assigned one or more out-of-school suspensions, Hispanic students 
represented 50% of that total, and White students represented slightly less than 15% of 
that total (Office of Civil Rights, 2016).  By total student population, Black students were 
assigned to an out-of-school suspension more than twice their percentage of their student 
population, Hispanic students were assigned to an out-of-school suspension at a rate 
almost equal to their percentage of the student population, and White students were 





In Texas, a uniform system to identify and assign discipline consequences is in 
place.  This system is located in Chapter 37 of the Texas Education Code (TEC).  Chapter 
37 of the Texas Education Code (TEC) provides the rules and regulations governing 
student discipline policies and procedures for public schools in the state of Texas.  The 
Texas 86th State Legislature in August 2019 was the last to update Chapter 37 of the 
TEC.  Four forms of exclusionary discipline techniques, which can be used by campus 
and district leaders, are present in Chapter 37 TEC.  Starting from the lowest level of 
exclusion to the highest level, these discipline consequences are (a) in-school suspension, 
(b) out-of-school suspension, (c) assignment to a Discipline Alternative Education 
Program, or (d) placement in a Juvenile Justice Alternative Education Program.  By 
utilizing the policies and guidelines present in Chapter 37 TEC, district leaders are able to 
establish and maintain a safe and secure environment for students to learn.  School 
districts in Texas must uniformly abide by the discipline code provided in Chapter 37 
TEC.  Because all school districts must uniformly abide by Chapter 37 of the TEC, the 
evidence of ethnic/racial inequalities in the assignment of exclusionary discipline 
consequences is worth noting. 
Several researchers (e.g., Henkel, Slate, & Martinez-Garcia, 2016; Hilberth & 
Slate, 2014; Jones, Slate, & Martinez-Garcia, 2014; Khan & Slate, 2016; Lopez & Slate, 
2020; Miller & Slate, 2019; White & Slate, 2018) have conducted studies regarding 
disproportionalities in exclusionary disciplinary consequence assignments by student 
ethnicity/race in the State of Texas.  Findings from their studies of ethnic/racial 
disparities in the assignment of exclusionary discipline consequences were congruent 




articles by White and Slate (2018) and by Miller and Slate (2019) were identified in 
which disparities in the number of days assigned to an exclusionary discipline 
consequence were addressed at the high school level.  
White and Slate (2018) analyzed the extent to which the number of days assigned 
to an out-of-school suspension was associated with the ethnicity/race of Grade 9 and 10 
Texas high school students for the 2013-2014 school year.  They established that Grade 9 
and 10 White boys were statistically significantly underrepresented in the number of days 
assigned to an out-of-school suspension, Grade 9 Hispanic boys were aptly represented, 
and Grade 10 Hispanic boys were underrepresented.  Important in their investigation was 
that Grade 9 and 10 Black boys were exceedingly overrepresented in the number of days 
assigned to an out-of-school suspension.  Grade 9 Hispanic boys were assigned to an out-
of-school suspension over two times as often as Grade 9 White boys, and Grade 9 Black 
boys were assigned to an out-of-school suspension over three times as often as Grade 9 
White boys.  Grade 10 Black boys were assigned to an out-of-school suspension over 
three times as often as Grade 10 White boys and over one and a half times more to an 
out-of-school suspension than Grade 10 Hispanic boys.    
Examining statewide data for the 2015-2016 school year, Miller and Slate (2019) 
conducted a research study on inequalities of out-of-school suspensions as a function of 
ethnicity/race for Grade 9, 10, and 11, White, Hispanic, and Black boys in Texas.  Miller 
and Slate (2019) documented that across all three grade levels, Hispanic boys not only 
were assigned more often to an out-of-school suspension than White boys, but also were 
assigned about a tenth of a day more per assignment to an out-of-school suspension.  This 




difference in this comparison was that Black boys were assigned up to two tenths of a day 
more per assignment to an of out-of-school suspension than White boys. 
Analyzing both in-school suspension and out-of-school assignment data, Hilberth 
and Slate (2014) conducted a Texas statewide study on Grade 6, 7, and 8 Black students 
and White students in the 2008-2009 school year.  For Grade 6, although Black students 
were only slightly more than 14% of the student enrollment, 32% of them were assigned 
to an in-school suspension.  Though Grade 6 White students were almost 35% of the 
student enrollment, they were assigned only about 14% of the in-school suspensions.  
While Grade 7 Black students represented 14% of the student population, almost 36% of 
Black students were assigned an in-school suspension.  Grade 7 White students 
represented slightly more than 35% of the student population, but only represented a little 
more than 16% of in-school suspensions.  These results were similar for Grade 8 Black 
and White students.  Black students made up over 14% of the Grade 8 student population, 
yet over 36% were assigned to an in-school suspension.  Grade 8 White students made up 
over 35% of the student population but approximately 18% were assigned to an in-school 
suspension.  Over 19% of Grade 6 Black students were assigned to an out-of-school 
suspension compared to less than 4% for Grade 6 White students.  Almost 23% of Grade 
7 Black students were assigned to an out-of-school suspension compared to less than 5% 
for Grade 7 White students.  Finally, over 23% of Grade 8 Black students were assigned 
to an out-of-school suspension compared to over 5% for Grade 8 White students. 
The disparity in assignments of exclusionary discipline consequences is alarming 
in that researchers (e.g., Balfanz, Byrnes, & Fox, 2014; Gregory et al., 2016; Hilberth & 




learning environment are at greater risk of falling behind academically, having their 
social development hindered, and having increased chances of dropping out altogether.  
Just for a single out-of-school suspension, Balfanz, Byrnes, and Fox (2015) determined 
that the likelihood of dropping out of school doubled, whereas the chance of graduating 
diminished by 20%.  
To determine whether assignments to exclusionary discipline consequences was 
related to academic performance, Hilbreth (2010) conducted a Texas statewide 
investigation.  She specifically analyzed the relationship of exclusionary discipline 
consequences assigned to Black and White middle school students with their reading and 
mathematics achievement.  In her investigation, Grade 6, 7, and 8 Black students and 
White students who were assigned to an exclusionary discipline consequence had 
statistically significantly lower reading and mathematics performance on the Texas state-
mandated assessments than their peers who were not assigned to an exclusionary 
discipline consequence.  Black and White middle school students who had 10 or more 
exclusionary discipline assignments had even lower reading and mathematics 
performance than their peers who were assigned between 1 and 10 exclusionary 
discipline assignments.  
Review of the Literature for Discipline Consequence Inequities by Ethnicity/Race 
for Girls 
Inequities by ethnicity/race in exclusionary discipline does not just affect boys.  
Disproportionalities in exclusionary discipline are evident at the national level (Office of 
Civil Rights, 2016) and state levels (Annamma et al., 2016; Barnes, Slate, Moore, & 




Slate, Gray, & Jones, 2016) for girls as well as boys.  Patterns of inequities in 
exclusionary discipline as it pertains to girls mirror that of boys and is cause for concern. 
According to the Office of Civil Rights (2016), 24,518,548 girls were enrolled in 
public education in the United States for the 2015-2016 school year.  Of that total, 
846,502 were assigned one or more days of in-school suspension.  For the same year, 
2,581,194 girls were enrolled in the State of Texas public schools.  Of that total, 197,597 
were assigned one or more days of in-school suspension.  The most common form of 
exclusionary discipline consequence for public schools is in-school suspension followed 
by out-of-school suspensions (Office of Civil Rights, 2016).  With respect to the 
ethnicity/race of girls in the United States who were assigned to an in-school suspension 
for the 2015-2016 school year, Black girls totaled almost 38% of all girls assigned to an 
in-school suspension yet they were less than 8% of the total student enrollment 
population.  Hispanic girls represented over 23% of all girls assigned to an in-school 
suspension and were slightly less than 13% of the total enrollment of students in the 
United States.  White girls were over 33% of all girls assigned an in-school suspension 
for the 2015-2016 school year and represented over 23% of the total enrollment of all 
students in the United States.    
For the State of Texas, Black girls constituted almost 26% of all girls assigned to 
an in-school suspension even though they were 6% of students enrolled in Texas public 
schools in 2015-2016.  Hispanic girls who were assigned an in-school suspension 
represented over 52% of all girls assigned to an in-school suspension in Texas and totaled 
over 25% of all students enrolled in Texas public schools.  White girls were assigned 




students enrolled in Texas public schools in 2015-2016 (Office of Civil Rights, 2016).  
Similar patterns emerge when analyzing the second most commonly used exclusionary 
discipline consequence of out-of-school suspension.  By examining the disparity of 
assignments to out-of-school suspensions by ethnicity/race of girls in the United States in 
the 2015-2016 school year, 41% of girls assigned to one or more out-of-school 
suspension were Black, less than 21% of girls assigned to one or more out-of-school 
suspensions were Hispanic, and less than 32% of girls who were assigned an out-of-
school suspension were White.  For the State of Texas, almost 33% of all girls assigned 
to an out-of-school suspension were Black, over 49% of girls were Hispanic, and less 
than 19% were White (Office of Civil Rights, 2016).  These disproportionalities of 
exclusionary discipline have also been analyzed nationally in other studies and also in 
other states. 
Using Critical Race Theory and Critical Race Feminism as a guiding theoretical 
framework, Annamma et al. (2016) analyzed the overrepresentation in exclusionary 
discipline assignments of Black girls in the Denver Public Schools.  The sample in the 
Annamma et al. (2019) study included over 3,000 Grades K to 12 girls who were 
assigned a discipline referral in the 2011-2012 school year.  Of those girls assigned to a 
discipline consequence, the makeup of the three largest ethnic/racial groups was 29% 
Black girls, 57% Hispanic girls, and 9% White girls.  The composition of the three largest 
ethnicity/racial groups of girls in the Denver Public Schools district was 15% Black girls, 
58% Hispanic girls, and 20% White girls.  Black girls were assigned to an out-of-school 
suspension 52% of the time they were sent to the office.  This rate was higher than the 




suspension 41% of the time they were referred to the office whereas White girls were 
assigned to an out-of-school suspension 31% of the time. 
For law enforcement referrals, Black girls and White girls were equally 
represented at 5% each, however, when the result of the law enforcement referral resulted 
in expulsions, almost 1% of Black girls were assigned this disciplinary assignment 
compared to no White girls.  When Black girls were sent to the office for the same 
discipline referrals as Hispanic and White girls, Black girls were punished more severely.  
Most of the reasons for exclusionary discipline for Black girls were for subjective reasons 
such as defiance of authority or disrespect whereas for White girls, the reasons were 
concrete ones such as drug or alcohol possession (Annamma et al., 2016).  This 
overrepresentation of Black girls has also been documented in other states as well. 
Examining data from a large urban school district in Kentucky, Morris and Perry 
(2017) analyzed a sample of 30,202 Grade 6 to Grade 12 students.  Morris and Perry 
(2017) analyzed discipline data over a 4-year period starting in August 2007 to June 
2011.  Of this total, 49% were girls.  The ethnic/racial make-up of this sample was 64% 
White, 24% Black, and 8% Hispanic.  Black boys were over two times more likely to 
receive discipline referrals for minor to moderate discipline infractions such as disrespect, 
misuse of cell phones, and being tardy.  Black girls were over three times more likely 
than White girls to receive a discipline referral for the same infractions.  Black girls were 
actually assigned more referrals for minor to moderate infractions than were either White 
boys or Hispanic boys.  Overall, for minor to severe discipline infractions, Black girls 
had the same probability of being assigned to a discipline referral as were White boys.  




established that Black girls were overrepresented for minor discipline infractions, and 
more equally represented for severe infractions such as fighting, bullying, truancy, or 
possession of a weapon.   
In Texas, the state of interest for this article, research studies have been conducted 
on inequities in exclusionary discipline consequences based on gender and ethnicity/race.  
For the 2013-2014, 2014-2015, and 2015-2016 school years, Barnes et al. (2017) 
analyzed in-school suspensions and out-of-school suspensions to determine whether 
inequalities in discipline consequences were present as a function of student 
ethnicity/race and gender for Grades 6, 7, and 8 students.  For Grade 6, 7, and 8 girls and 
for the 2013-2014, 2014-2015, and 2015-2016 school years, the same patterns emerged.  
Black girls were assigned to an in-school suspension and to an out-of-school suspension 
at statistically significantly higher rates than both White and Hispanic girls.  Moreover, 
Hispanic girls were assigned to an in-school suspension and to an out-of-school 
suspension at statistically significant higher rates than White girls.   
In another Texas statewide study, White and Slate (2018) examined the degree to 
which the number of days assigned to an out-of-school suspension was connected with 
the ethnicity/race of Grade 9 and 10 Texas high school students for the 2013-2014 school 
year.  White and Slate (2018) documented that Grade 9 and 10 Black girls were 
especially overrepresented in being assigned to an out-of-school suspension whereas 
Grade 9 and 10 White girls were underrepresented in assignment to an out-of-school 
suspension, and Grade 9 Hispanic girls were slightly underrepresented as were Grade 10 
Hispanic girls.  Important to note in their investigation was that Grade 9 Black girls were 




and Grade 9 Hispanic girls were assigned to an out-of-school suspension over three times 
as often as Grade 9 White girls.  Grade 10 Black girls were assigned to an out-of-school 
suspension over 10 times as often as Grade 10 White girls and over two and half times 
more often than Grade 10 Hispanic girls.    
In another Texas statewide study, White (2019) analyzed whether inequities were 
also present in the number of days assigned to an in-school suspension and to an out-of-
school suspension for middle school girls for the 2012-2013 school year through the 
2015-2016 school year.  For the four school years, Grade 6 Black girls were assigned on 
average 0.93 days more to an in-school suspension assignment than were Grade 6 White 
girls.  Grade 6 Hispanic girls were assigned an average of 0.39 days more for an in-
school suspension than did Grade 6 White girls.  Grade 7 Black girls were assigned on 
average 0.89 days more to an in-school suspension than were Grade 7 White girls from 
2012-2016.  Grade 7 Hispanic girls were assigned on average 0.36 days more in an in-
school suspension than were Grade 7 White girls.  Grade 8 Black girls were assigned an 
average 0.62 days more to an in-school suspension assignment than were Grade 8 White 
girls.  Grade 8 Hispanic girls were assigned 0.15 days more to an in-school suspension 
than were Grade 8 White girls for the four years examined in the study.   
For assignments to out-of-school suspensions during the four years of the study, 
Grade 6 Black girls were assigned 0.75 days more to an out-of-school suspension than 
were Grade 6 White girls.  Hispanic girls in the same grade were assigned 0.23 days more 
to an out-of-school suspension than were Grade 6 White girls (White, 2019).  From 2012-
2016, Grade 7 Black girls were assigned over a day more to an out-of-school suspension 




more to out-of-school suspensions than were Grade 7 White girls during the same four-
year period (White, 2019).  Grade 8 Black girls were assigned almost a day more for to 
an out-of-school suspension than were Grade 8 White girls whereas Grade 8 Hispanic 
girls were assigned almost half a day more for the same disciplinary assignment during 
the same four-year period of the study. 
The reason why numbers of days assigned to exclusionary discipline 
consequences matters is that such assignments can adversely affect academic and social 
outcomes.  Evidence for this statement comes from another Texas statewide investigation 
in which Hilberth (2010) addressed the degree to which exclusionary discipline 
consequences assigned to Grade 6, 7, and 8 Black and White students were connected to 
their reading and mathematics achievement scores on the Texas state-mandated 
assessment.  Grades 6, 7, and 8 Black and White students who were assigned to an 
exclusionary discipline consequence had statistically significantly lower reading and 
mathematics scores on the Texas state-mandated assessments than did their grade level 
counterparts who were not assigned to an exclusionary discipline consequence.  Grade 6, 
7, and 8 Black and White students who had 10 or more exclusionary discipline 
assignments obtained lower reading and mathematics scores than their grade level 
counterparts who were assigned between 1 and 10 exclusionary discipline assignments.   
Over 30% of students who receive either one or more suspensions or expulsions 
repeat the same grade at least once, and almost 10% of students who receive at least one 
disciplinary assignment drop out of school (Fabelo et al., 2011).  Students who are 
assigned exclusionary discipline consequences experience achievement and opportunity 




increased participation with the criminal justice system (Gregory, Skiba, & Noguera, 
2010; Martin, Sharp-Grier, & Smith, 2016; Riddle & Sinclair, 2019; Skiba et al., 2011).   
Review of the Literature on Discipline Consequence Inequities by Student Economic 
Status 
Research has been conducted on disproportionalities in the assignment of 
exclusionary discipline consequences by ethnicity/race for boys (e.g., Henkel, Slate, & 
Martinez-Garcia, 2016; Hilberth & Slate, 2014; Jones, Slate, & Martinez-Garcia, 2014; 
Khan & Slate, 2016; Lopez & Slate, 2020; Miller & Slate, 2019; White & Slate, 2018) as 
well as for girls (e.g., Annamma et al., 2016; Barnes, Slate, Moore, & Martinez-Garcia, 
2017; Blake, Keith, Luo, Le, & & Salter, 2017; Morris & Perry, 2017; Slate, Gray, & 
Jones, 2016).  Research investigations have also been conducted on discipline 
consequence inequalities pertaining to economic status (e.g., Cholewa, Hull, Babcock, & 
Smith, 2018; Eckford, Slate, Martinez-Garcia, & Lunenburg, 2018; Khan & Slate, 2016; 
Sullivan, Klingbeil, & Van Norman, 2013; White, 2019).  The importance of research 
studies being conducted about exclusionary discipline consequences related to student 
economic status is crucial as poverty levels increase in public education in the United 
States (United States Department of Education, 2019). 
According to the United States Department of Education (2019), enrollment for 
Grade 9 through Grade 12 students in public schools increased 12%, a total of 
approximately15.1 million students, from 2000 to 2007.  This total has remained constant 
up to the fall of 2016.  The number of all children below the age of 18 living in poverty 
was at 16% in 2000 and increased to 18% in 2016 (United States Department of 




is living in poverty.  These thresholds differ by the number and age of adults and the 
number of children under age 18 in a family unit and are the same for all 50 states.  If a 
family’s annual before-tax income is less than the threshold for their family size and type, 
all individuals in the family are considered poor (United States Census Bureau, 2019).   
In the State of Texas, the number of all students enrolled in public school for the 
2018-2019 school year was 5,431,910 students.  The number of students enrolled who 
were economically disadvantaged by the previously discussed criteria was 3,289,468 
students (Texas Education Agency, 2019b).  The overall enrollment percentage of 
students who were economically disadvantaged increased by 22.5% between 2008-2009 
and 2018-2019, while in the same time frame the overall enrollment percentage of all 
students in Texas increased 14.4%.  The enrollment of students identified as 
economically disadvantaged increased from 56.6% in the 2008-2009 school year to 
60.6% in the 2018-2019 school year.  For the 2018-2019 school year 76.3% of Hispanic 
students were economically disadvantaged, 74% of Black students were economically 
disadvantaged, and 30.7% of White students were economically disadvantaged (Texas 
Education Agency, 2019b).    
Cholewa et al. (2018) examined data from the National Center for Education 
Statistics from 11,860 public high school students who participated in the High School 
Longitudinal Study (HSLS:09;2009), of 2012.  The purpose of the study was to analyze 
student predictors for in-school suspensions and examine the relationship between in-
school suspensions and academic outcomes.  In this study, students who were either 
Black, male, received free and reduced priced meals, or had an Individualized Education 




White, Asian/Pacific Islander, did not receive free or reduced meals, nor had an 
Individualized Education Plan.  Cholewa et al. (2018) determined that students who were 
assigned to an in-school suspension had a predicted probability rating of 5.44% of 
dropping out of school compared to 1.22% for students who did not receive an in-school 
suspension.  Also documented in this study was that students who had been assigned to 
an in-school suspension had lower GPAs than students who had not been assigned to an 
in-school suspension.  This discovery on the effects of exclusionary discipline 
consequences was also evident in a study conducted in Texas. 
Examining the effects of exclusionary discipline consequences on state 
assessments, Hilberth (2010) conducted a statewide analysis on middle school students 
for the 2008-2009 school year.  Hilberth (2010) established that Black, Hispanic, and 
White students in Grade 6, 7, and 8 who were assigned any form of exclusionary 
discipline consequence had statistically significantly lower scores on the state reading 
and mathematics assessment than students who were not assigned an exclusionary 
discipline consequence.  Furthermore, Black, Hispanic, and White students in Grade 6, 7, 
and 8 who received more than 10 assignments to an exclusionary discipline consequence 
had statistically significantly lower scores on both the reading and mathematics 
assessments than their counterparts who were assigned between one to 10 assignments to 
an exclusionary discipline consequence.  In the next study, researchers focused on the 
State of Texas and the exclusionary discipline assignment of Juvenile Justice Alternative 
Educational Program placement. 
In another Texas statewide investigation, Eckford et al. (2018) analyzed discipline 




the 2015-2016 school years.  For all four years examined in the study, White boys who 
were in poverty were two to five times more likely to receive a Juvenile Justice 
Alternative Program placement than White boys who were not in poverty.  Black boys 
who were in poverty were also assigned to a Juvenile Justice Alternative Program 
placement two to five times more than Black boys who were not in poverty.  Hispanic 
boys who were in poverty were assigned to a Juvenile Justice Alternative Program 
placement two to seven times more than Hispanic boys who were not in poverty.  
Readers should note that for all three ethnic/racial groups in this study poverty was a 
relevant factor in this exclusionary discipline consequence.   
Khan and Slate (2016) also examined the disparity of exclusionary discipline 
assignments assigned to students who were economically disadvantaged by examining 
data on Grade 6 public school students in Texas for the 2011-2012 school year.  The 
sample for the study consisted of 341,411 students.  Of this total, 46,560 were Black 
students, 179,639 were Hispanic students, and 115,213 were White students.  For in-
school suspensions, 30% of Black students were assigned an in-school suspension, over 
18% of Hispanic students were assigned and in-school suspension, and 13% of White 
students were assigned an in-school suspension.  Over 33% of Black students who were 
economically disadvantaged were assigned to an in-school suspension compared to less 
than 20% for Black students who were not economically disadvantaged (Khan & Slate, 
2016).  Over 20% of Hispanic students who were economically disadvantaged were 
assigned to an in-school suspension compared to 12% who were not economically 




were assigned to an in-school suspension compared to less than 9% who were not 
economically disadvantaged.   
When analyzing out-of-school suspensions, over 18% of Black students were 
assigned an out-of-school suspension, 8% of Hispanic students were assigned an out-of-
school suspension, and over 3% of White students were assigned and out-of-school 
suspension (Khan & Slate, 2016).  Over 21% of Black students who were economically 
disadvantaged were assigned to an out-of-school suspension compared to less than 10% 
who were not economically disadvantaged.  Exactly 9% of Hispanic students who were 
economically disadvantaged were assigned an out-of-school suspension compared to over 
4% who were not economically disadvantaged, whereas over 6% of White students who 
were economically disadvantaged were assigned an out-of-school suspension compared 
to less than 2% who were not economically disadvantaged.   
In examining Disciplinary Alternative Education Program placements, less than 
3% of Black students were assigned a Disciplinary Alternative Education Program 
placement, less than 2% of Hispanic Grade 6 students were assigned the same 
consequence, while less than 1% of White students were assigned the same assignment 
(Khan & Slate, 2016).  Precisely 4% of Black students who were economically 
disadvantaged were assigned a Disciplinary Alternative Program placement compared to 
less than 2% who were not economically disadvantaged.  Over 2% of Hispanic students 
who were economically disadvantaged were assigned the same punishment compared to 
less than 1% who were not economically disadvantaged.  Over 2% of White students who 




Program placement compared to less than 0.5% who were not economically 
disadvantaged (Khan & Slate, 2016). 
With respect to student attributes and school characteristics, Sullivan et al. (2013) 
investigated the relationship between student variables (e.g., ethnicity/race, economic 
status, and gender) with school level variables (e.g., teacher ethnicity/race, teacher 
education level, total number of teachers per school).  Sullivan et al. (2013) analyzed 
archival data for the 2009-2010 school year for an urban school district in Wisconsin 
consisting of 39 schools and 17,837 students.  Sullivan et al. (2013) determined that 
including the economic variable of free and reduced lunch with student ethnicity/race, the 
odds of Hispanic students not getting suspended increased.  For Black students, however, 
the results were the opposite in that Black student odds of suspension increased 
considerably.  Overall, Black students, students with disabilities, boys, and students from 
a low economic status were overrepresented for receiving a suspension.  The researchers 
in these previous studies examined data as it pertained to disproportionality in 
assignments to exclusionary discipline consequences.  Research has also been conducted 
regarding the presence of inequities in the number of days assigned to an exclusionary 
discipline consequence as well. 
To establish the degree to which disparities existed in the number of days Grade 
6, 7, and 8 students in Texas were assigned to an in-school suspension and to an out-of-
school suspension based on their economic status, White and Slate (2017) conducted a 
research study on discipline data pertaining to middle school students in Texas for the 
2015-2016 school year.  Students in Grade 6 who were economically disadvantaged were 




who were not economically disadvantaged.  Grade 7 students who were economically 
disadvantaged were assigned to an average of 1.09 days more of in-school suspension 
than Grade 7 students who were not economically disadvantaged.  Grade 8 students who 
were economically disadvantaged were assigned to approximately one day more of in-
school suspension than Grade 8 students who were not economically disadvantaged.  For 
out-of-school suspension days the patterns were similar.  Grade 6 students who were 
economically disadvantaged were assigned approximately one-half  day more of out-of-
school suspension than Grade 6 students who were not economically disadvantaged.  
Grade 7 students who were economically disadvantaged were assigned over half a day 
more of out-of-school suspension than Grade 7 students who were not economically 
disadvantaged.  For Grade 8 students, students who were economically disadvantaged 
were assigned to slightly less than one-half day more than Grade 8 students who were not 
economically disadvantaged. 
For in-school suspension, Grade 6 students who were economically disadvantaged 
were assigned 75% of all in-school suspensions, Grade 7 students who were 
economically disadvantaged were assigned 74% of all in-school suspensions, while 
Grade 8 students who were economically disadvantaged were assigned 71% of all in-
school suspensions.  For out-of-school suspensions, Grade 6 students who were 
economically disadvantaged were assigned 81% of all out-of-school suspensions, Grade 
7 student who were economically disadvantaged were assigned 79% of all out-of-school 
suspensions, and Grade 8 students were assigned 76% of all out-of-school suspensions.  




assigned to an inequitable amount of time in both in-school suspension and in out-of-
school suspension compared to students who were not economically disadvantaged. 
In a more recent study, Harkrider and Slate (2020) investigated disparities in in-
school suspensions in Texas for Grades 6, 7, and 8 boys based on their economic status 
for the 2015-2016 school year.  For each grade level in the study, students who were 
economically disadvantaged were assigned to over a day more of in-school suspension 
than did their counterparts who was not economically disadvantaged.  The number of 
assignments to in-school suspension for Grade 6, 7 and 8 boys who were economically 
disadvantaged was over twice as many for Grade 6, 7, and 8 boys who were not 
economically disadvantaged.  
The extent to which inequities exist in the numbers of days assigned to 
exclusionary discipline consequences by student economic status is an important area to 
determine.  Students who are assigned to several exclusionary discipline consequences 
are at much greater risk of dropping out of school, have increased chances of 
incarceration, and have less earning potential (Jordan & Anil, 2009; Neild, Balfanz, & 
Herzog, 2007; Smith et al., 2020, Viadero, 2006).  Students who are economically 
disadvantaged, Black, and Hispanic, are disproportionately given exclusionary discipline 
consequences (Ryan & Goodram, 2013; Skiba, Michael, Nardo, & Peterson, 2002; 
Sullivan, Klingbeil, & Van Norman, 2013).  Exclusionary discipline consequences widen 
achievement and opportunity gaps, resulting in increased dropout rates, increased failure 
rates, and future difficulties with the legal system for students who are economically 
disadvantaged (Battal, Pearrow, & Kaye, 2020; Gregory, Skiba, & Noguera, 2010; Skiba 




exclusionary discipline also negatively affect scores on state assessments and increase 
chances for students to be retained in the same grade level (Fabelo, 2011; Hilberth, 
2010).   
Statement of the Problem 
Disproportionality can be defined as the overrepresentation of certain students or 
student groups as inheritors of disciplinary consequences (Mcloughlin & Noltemeyer, 
2010).  Disparities in the assignment of exclusionary discipline as a function of 
ethnicity/race (United States Department of Education, 2016; Office of Civil Rights, 
2016; Skiba et al. 2011; Skiba et al. 2014), gender (Skiba et al. 2014), and economic 
status (e.g., Cholewa, Hull, Babcock, & Smith, 2018; Sullivan et al., 2013) have been 
clearly documented.  In their studies, these researchers identified inequities in the 
assignments of exclusionary discipline assigned to students of color, primarily Black and 
Hispanic students, boys, and students who are economically disadvantaged.  Disparities 
in exclusionary discipline consequences affect all students nationwide (Bryan, Day-
Vines, Griffin, & Moore-Thomas, 2012), and exacerbates the achievement gaps which 
exist between students of color and Asian and White students (Boykin & Noguera, 2011).  
Studies have been conducted in the State of Texas concerning disproportionalities 
in the assignment of exclusionary discipline consequences by ethnicity/race (e.g., 
Hilberth & Slate, 2014; Miller & Slate, 2019; White & Slate, 2018), gender (e.g., Barnes, 
Slate, Moore, & Martinez-Garcia, 2017; Eckford, Slate, Martinez-Garcia, & Lunenburg, 
2018), and economic status (e.g., Harkrider & Slate, 2020; Khan & Slate, 2016; White & 
Slate, 2017).  Students who are removed from the classroom setting as a result of an 




for future trouble with law enforcement.  Moreover, students who are removed from the 
classroom setting through exclusionary discipline assignments perform lower 
academically compared to those students who are not removed from the classroom setting 
(Fasching-Varner et al., 2014; Skiba et al., 2011).    
Students in Texas schools are also subject to disproportionalities in exclusionary 
discipline consequence assignment (e.g., Eckford, 2017; Lopez, 2017; Miller & Slate, 
2019; White & Slate 2017, 2018).  Disproportionalities in exclusionary discipline 
consequence assignment in Texas public schools is present at the elementary level (e.g., 
Barnes & Slate, 2016; Curtis & Slate, 2015), at the middle school level (e.g., Coleman & 
Slate, 2016; Eckford & Slate, 2016; Hilberth & Slate, 2014; Lopez & Slate, 2016; White 
& Slate, 2017), and at the high school level (Miller & Slate, 2019; White & Slate, 2018).  
The majority of the published studies, both in Texas and at the national level, have 
involved the presence of disparities in exclusionary discipline consequence assignment 
by ethnicity/race, gender, and economic status.  Only a limited number of published 
articles (Harkrider & Slate, 2020; Miller & Slate, 2019; White & Slate, 2018) were 
located regarding disparities in the number of days students were assigned to an 
exclusionary discipline consequence. 
Only three researchers, Miller and Slate (2019) and White and Slate (2018), have 
addressed this disparity of days assigned in an exclusionary discipline consequence by 
ethnicity/race at the high school level in Texas.  The emphasis of this journal-ready 
dissertation was on a multiyear statewide analysis on the disproportionality in 




number of days assigned exclusionary discipline at the high school level as a function of 
ethnicity/race and economic status. 
Purpose of the Study 
The purpose of this journal-ready dissertation was to determine the degree to 
which the number of days that Texas Grade 9, 10, and 11 students assigned an 
exclusionary discipline consequence differ by their ethnicity/race (i.e., Black, Hispanic, 
and White), and economic status (i.e. Poor, Not Poor).  In the first study, the extent to 
which differences existed in the number of days assigned to an exclusionary discipline 
consequence (i.e. in-school suspension, out-of-school suspension) based on the 
ethnicity/race of Grade 9, 10, and 11 boys was investigated.  In the second study, the 
extent to which differences existed in the number of days assigned to an exclusionary 
discipline consequence based on the ethnicity/race of Grade 9, 10, and 11 girls was 
investigated.  In the third study, the extent in which differences existed in the number of 
days Texas Grade 9, 10, and 11 boys are assigned an exclusionary discipline consequence 
based on their economic status was examined. 
Significance of the Study 
Disproportionalities in exclusionary discipline consequences have been 
documented at the national level (e.g., Girvan, McIntosh, & Smolkowski, 2017; Noguera, 
2003; Noltemeyer, Ward, & McLoughlin, 2015; Skiba et al., 2011; Skiba, Arredondo, & 
Williams, 2014; Skiba et al., 2014; Smolkowski et al., 2016; Sullivan, Klingbiel, & Van 
Norman, 2013), and at the state level in Arkansas (Anderson & Ritter, 2017), Mississippi 
(Burris, 2012), Massachusetts (Gastic, 2017), and Ohio (McLoughlin & Noltemeyer, 




disproportionalities in exclusionary discipline consequence assignment have been 
conducted in the State of Texas (e.g., Barnes & Slate, 2016; Barnes et al., 2017; Coleman 
& Slate, 2016; Eckford & Slate, 2016; Hilberth & Slate, 2018; Miller & Slate, 2019, 
White & Slate, 2018).  The significance of this study is not only the disproportionality of 
assignments to in-school and out of school suspensions as a function of ethnicity/race and 
economic status, but also the disparity in number of days assigned to in-school and out-
of-school suspensions by ethnicity/race and economic status.  For this journal-ready 
dissertation, a research investigation was conducted to determine if disproportionality in 
discipline assignments and disparity in days assigned for boys Grade 9 through Grade 11 
by ethnicity/race exists.  Further, data were analyzed to ascertain whether 
disproportionalities in exclusionary disciplinary consequence assignments and number of 
days assigned by girls in Grades 9 through Grade 11 as a function of their ethnicity/race 
and grade level is present.  Finally addressed was the extent to which disproportionalities 
might exist in exclusionary discipline consequences and numbers of days assigned to 
them by the economic status of boys.  Results from the three articles in this journal-ready 
dissertation can be used by researchers, practitioners, and educators to change district and 
campus policies.  Moreover, state legislators can use findings from this journal-ready 
dissertation to change laws to reduce and ultimately eliminate disproportionality in 





Definition of Terms 
The following terms were used in this study and are defined to assist the reader in 
understanding the context of the research articles that are written for this dissertation. 
Black 
Texas Education Agency (2019b) defined Black or African American students as 
those students having origins in any of the black racial groups of Africa. 
Disproportionality 
Judgment is assigned to each state to define what represents significant 
disproportionality.  Each state is obliged to gather and analyze data to determine whether 
significant disproportionality exists based on ethnicity/race in their state or local 
education agencies with regard to the following: (a) special services identification for 
students with disabilities or partial impairments, (b) placement of student in particular 
educational settings and (c) the incidence, duration, and type of disciplinary actions 
including suspensions and expulsions (Texas Education Agency, 2019a). 
Economically Disadvantaged 
Under Texas Education Agency guidelines, students were identified as 
economically disadvantaged if they were eligible for free or reduced-price meals under 
the National School Lunch and Child Nutrition Program (Texas Education Agency, 
2019b).  For this study, students who receive free or reduced meals were identified as 







Texas Education Agency (2019b) referred to ethnicity to determine whether a 
student is Hispanic/Latino or not. 
Hispanic 
Texas Education Agency (2019b) defined Hispanic/Latino students as having 
origins from Cuba, Mexico, Puerto Rico, South or Central America, or any other Spanish 
culture or origin, regardless of race. 
Inequity 
The term inequity was used in a manner similar to that of disparate impact. As 
noted in legal doctrine under the Fair Housing Act, disparate impact may be considered 
discriminatory if it has a disproportionate “adverse impact” against any group based on 
race, national origin, color, religion, sex, familial status, or disability when there is no 
legitimate, non-discriminatory business need for the policy (National Fairing Housing, 
2015 p.1).  Specifically, in reference to this journal-ready dissertation, inequities were 
determined to exist when a statistically significant difference is present among 
ethnic/racial groups in the number of days assigned to any of the two exclusionary 
discipline consequences (i.e., in-school suspension, out-of-school suspension). 
In-School Suspension 
An in-school suspension is a discipline consequence that removes a student from 
the teacher’s classroom and assigns a student to a designated classroom allowing the 






The U.S. Census Bureau uses poverty thresholds to define and quantify poverty in 
the United States.  A poverty threshold is an exact dollar amount considered the lowest 
possible total of resources needed to meet the basic requirements of a family unit.  These 
thresholds differ by the number and age of adults and the number of children under age 
18 in a family unit and are the same for all 50 states.  If a family’s annual before-tax 
income is more than the threshold for their family size and type, all individuals in the 
family are considered Not Poor (United States Census Bureau, 2019).   
Out-of-School Suspension 
An out-of-school suspension is a discipline consequence that removes a student 
from the school campus for a period of no longer than three consecutive days (Texas 
Education Agency, 2019c). 
Poor 
The U.S. Census Bureau uses poverty thresholds to define and quantify poverty in 
the United States.  A poverty threshold is an exact dollar amount considered the lowest 
possible total of resources needed to meet the basic requirements of a family unit.  These 
thresholds differ by the number and age of adults and the number of children under age 
18 in a family unit and are the same for all 50 states.  If a family’s annual before-tax 
income is less than the threshold for their family size and type, all individuals in the 





Public Education Information Management System 
Texas Education Agency (2019a) defined The Public Education Information 
Management System (PEIMS) as the system that encompasses all data requested and 
received by Texas Education Agency about public education, including student 
demographic and academic performance, personnel, financial, and organizational 
information. 
Race 
The Texas Education Agency (2019b) identified five major racial groups 
regardless of ethnicity.  For Texas, these five groups are American Indian or Alaskan 
Native, Asian, Black or African American, Native Hawaiian/Other Pacific Islander, and 
White. 
Texas Education Agency 
The Texas Education Agency (2019a) is the state agency that oversees primary 
and secondary public education in the state of Texas.  It helps deliver education to more 
than 5 million students.  The mission the Texas Education Agency to improve outcomes 
for all public-school students in the state by providing leadership, guidance, and support 
to school systems.   
Texas Education Code 
The Texas Education Code includes all laws and rules passed by the Texas State 
Legislature.  This code applies to all educational institutions supported in whole or in part 







Texas Education Agency (2019b) defined White students as those students having 
origins in any of the original peoples of Europe, the Middle East, or North Africa. 
Literature Review Search Procedures 
For the purpose of this journal-ready dissertation, the literature regarding 
exclusionary discipline consequences (i.e., in-school suspension, out-of-school 
suspension) by the ethnicity/race and economic status of students was examined.  The 
following phrases were used in the search for relevant literature: high school, student, 
exclusionary discipline, discipline consequences, disproportionality in school discipline, 
economic status, economically disadvantaged, Poor, Not Poor, ethnicity/race, Black, 
Hispanic, and White, gender, in-school suspension, and out-of-school suspension. 
Searches for scholarly peer reviewed articles were conducted through the following 
databases: EBSCO Host, Educational Resources Information Center (ERIC), Journal of 
Educational Leadership academic journals, and the American Psychological Association 
(Psych NET).  
Delimitations 
The three studies contained in this journal-ready dissertation were delimited to 
traditionally configured Grades 9, 10, and 11 Texas public high schools.  Data on 
students who were enrolled in a charter school or private school were not used in this 
journal-ready dissertation.  Only data for Grade 9, 10, and 11 Black, Hispanic, and White 
students in the 2015-2016, 2016-2017, and 2017-2018 school years were analyzed.  Data 
were obtained from the Texas Education Agency Public Education Information 




was submitted to the Texas Education Agency for the three latest school years of data.  
The exclusionary discipline consequences of interest in this journal-ready dissertation 
were in-school suspension and out-of-school suspension.  
Limitations 
In this journal-ready dissertation, the relationship of student ethnicity/race and 
economic status with in-school suspension and out-of-school suspension were addressed.  
Due to this fact, limitations were present.  Data analyses were limited to only Grade 9, 
10, and 11 Black, Hispanic, and White students in the 2015-2016, 2016-2017, and 2017-
2018 school years who were enrolled in a traditionally configured public high school.  
Data were not analyzed for students who were enrolled in a charter school or private 
school.  Only quantitative data were analyzed in the three empirical studies in this 
journal-ready dissertation.  The degree to which results are generalizable beyond the 
students whose data were analyzed herein were unknown.  Because archival data were 
used, the research design constitutes a casual-comparative study in which cause-effect 
relationships were not able to be established.  
Assumptions 
The major assumption made in this journal-ready dissertation were that the data 
provided to the Texas Education Agency through the Public Education Information 
Management System were accurately reported.  Explicitly, any errors that were present 
with respect to the reporting of student ethnicity/race, gender, and economic status and 






Following approval of this journal-ready dissertation by the dissertation 
committee, an application was submitted to the Institutional Review Board at Sam 
Houston State University.  Once approval was received from the Institutional Review 
Board at Sam Houston State University, archival data for the 2015-2016, 2016-2017, and 
2017-2018 school years for Grade 9, 10, and 11 students were analyzed. 
Organization of the Study 
In this journal-ready dissertation, three empirical manuscripts were generated.  In 
the first journal-ready dissertation article, the extent to which inequities may be present in 
the number of days assigned to in-school suspension and out-of-school suspension for 
Grade 9, 10, and 11 Black, Hispanic, and White boys for the 2015-2016, 2016-2017, and 
2017-2018 school years were examined.  In the second dissertation article, the degree to 
which inequities may be present in the number of days assigned to in-school suspension 
and out-of-school suspension for Grade 9, 10, and 11 Black, Hispanic, and White girls for 
the 2015-2016, 2016-2017, and 2017-2018 school years were investigated.  In the third 
and final dissertation article, the extent to which inequities may be present in the number 
of days assigned to in-school suspension and out-of-school suspension by the economic 
status of Grade 9, 10, and 11 Black, Hispanic, and White students for the 2015-2016, 
2016-2017, and 2017-2018 school years were addressed.  
This journal-ready dissertation consists of five chapters.  Chapter I will include 
the background of the study, statement of the problem, purpose of the study, significance 
of the study, theoretical framework, definition of key terms, assumptions, delimitations, 




framework for the first journal-ready dissertation investigation into the number of days 
assigned to in-school suspension and out-of-school suspension for high school boys by 
their ethnicity/race.  Chapter III will consist of the second journal-ready dissertation 
investigation into the number of days assigned to in-school suspension and out-of-school 
suspension for high school girls by their ethnicity/race.  In Chapter IV, the third journal-
ready dissertation investigation into the number of days assigned to in-school suspension 
and out-of-school suspension by economic status for Black, Hispanic, and White high 
school boys were presented.  In Chapter V, the results of the three journal ready articles 
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Investigated in this study was the degree to which inequities existed in the number of 
days that Texas Grade 9, 10, and 11 students were assigned to an exclusionary discipline 
consequence (i.e., in-school suspension, out-of-school suspension) by the ethnicity/race 
for three school years.  Inferential statistical procedures revealed the presence of 
statistically significant disparities in all three school years and at all three grade levels.  
At every grade level and school year, Black boys were assigned to more days in an in-
school suspension than were Hispanic boys and White boys. For out-of-school 
suspensions across all three school years, Black boys were assigned to an out-of-school 
suspension statistically significantly more days than Hispanic boys and White boys, and 
Hispanic boys were assigned statistically significantly more days than White boys.  
 
 
Keywords: In-school suspension, Out-of-school suspension, Ethnicity/Race, Texas, High 





INEQUITIES IN THE NUMBER OF DAYS ASSIGNED TO AN EXCLUSIONARY 
DISCIPLINE CONSEQUENCE AS A FUNCTION OF THE ETHNICITY/RACE OF 
TEXAS HIGH SCHOOL BOYS: A MULTIYEAR, STATEWIDE ANALYSIS 
Disproportionality in the assignment of exclusionary discipline consequences is a 
problem at both the national and state level.  According to the Office of Civil Rights 
(2016), approximately 50.4 million students were enrolled in public schools in the United 
States in the 2015-2016 school year.  Of the over 50 million students enrolled in public 
schools in the United States for the 2015-2016 school year, approximately 2.7 million 
students had been assigned to an in-school suspension.  In-school suspensions are the 
most common form of exclusionary discipline consequence used in public schools.  The 
second most common exclusionary consequence used is out-of-school suspensions 
followed by expulsions (Office of Civil Rights, 2016).  With respect to ethnicity/race of 
these students, Black students represented over 15% of the total student population, 
Hispanic students made up over 25% of the student population, and White students 
represented more than 48% of the student population.  For students who were assigned to 
an in-school suspension in 2015-2016, Black students were assigned to 33% of the in-
school suspensions, Hispanic students were assigned to 23% of all in-school suspensions, 
and White students were assigned 39% of all in-school suspensions.  As such, Black 
students were assigned to an in-school suspension at twice their percentage in the student 
population whereas Hispanic and White students were assigned at a rate lower than their 
percentage of the student population. 
For the state of interest for this article, Texas, over 5 million students were 




up 13% of the student population, Hispanic students represented 52% of the student 
population, and White students made up 29% of the student population.  Of the over 5 
million students, 500,529 were assigned to an in-school suspension.  For in-school 
suspensions in 2015-2016, Black students were assigned to 24% of all in-school 
suspensions, Hispanic students were assigned to 50% of all in-school suspensions, and 
White students were assigned 23% of all in-school suspensions (Office of Civil Rights, 
2016).  As such, Black students were assigned to an in-school suspension about twice 
their percentage in the student population, Hispanic students were assigned in-school 
suspension at an equal rate to their percentage of the student population, and White 
students were assigned at a rate lower than their percentage of the student population. 
In the United States for the 2015-2016 school year, over two and a half million 
students were assigned to an out-of-school suspension.  Out-of-school suspension 
assignments rank second behind in-school suspensions as an exclusionary discipline 
consequence (Office of Civil Rights, 2016).  Black students were assigned to about 41% 
of the out-of-school suspensions.  Hispanic students were assigned to 21% of the out-of-
school suspensions and White students were assigned to 32% of the out-of-school 
suspensions.  By total student population, Black students were assigned out-of-school 
suspensions more than twice the percentage of their population, Hispanic students were 
assigned out-of-school suspensions slightly less than equal to their percentage of the total 
student population, and White students were assigned out-of-school suspensions at a rate 
less than their total student population. 
For the State of Texas in the 2015-2016 school year, 251,825 students were 




33% of all students assigned one or more out-of-school suspensions, Hispanic students 
represented 50% of that total, and White students represented slightly less than 15% of 
that total (Office of Civil Rights, 2016).  By total student population, Black students were 
assigned to an out-of-school suspension more than twice their percentage of their student 
population, Hispanic students were assigned to an out-of-school suspension at a rate 
almost equal to their percentage of the student population, and White students were 
assigned to an out-of-school suspension at a rate half of their total percentage of their 
student population. 
In Texas, a uniform system to identify and assign discipline consequences is in 
place.  This system is located in Chapter 37 of the Texas Education Code (TEC).  Chapter 
37 of the Texas Education Code (TEC) provides the rules and regulations governing 
student discipline policies and procedures for public schools in the state of Texas.  The 
Texas 86th State Legislature in August 2019 was the last to update Chapter 37 of the 
TEC.  Four forms of exclusionary discipline techniques, which can be used by campus 
and district leaders, are present in Chapter 37 TEC.  Starting from the lowest level of 
exclusion to the highest level, these discipline consequences are (a) in-school suspension, 
(b) out-of-school suspension, (c) assignment to a Discipline Alternative Education 
Program, or (d) placement in a Juvenile Justice Alternative Education Program.  By 
utilizing the policies and guidelines present in Chapter 37 TEC, district leaders are able to 
establish and maintain a safe and secure environment for students to learn.  School 
districts in Texas must uniformly abide by the discipline code provided in Chapter 37 




evidence of ethnic/racial inequalities in the assignment of exclusionary discipline 
consequences is worth noting. 
Several researchers (e.g., Henkel, Slate, & Martinez-Garcia, 2016; Hilberth & 
Slate, 2014; Jones, Slate, & Martinez-Garcia, 2014, Khan & Slate, 2016, Lopez & Slate, 
2020, Miller & Slate, 2019, White & Slate, 2018) have conducted studies regarding 
disproportionalities in exclusionary disciplinary consequence assignments by student 
ethnicity/race in the State of Texas.  Findings from their studies of ethnic/racial 
disparities in the assignment of exclusionary discipline consequences were congruent 
with the studies at the national level.  Of note, however, is that only two published 
articles by White and Slate (2018) and by Miller and Slate (2019) were identified in 
which disparities in the number of days assigned to an exclusionary discipline 
consequence were addressed at the high school level.  
White and Slate (2018) analyzed the extent to which the number of days assigned 
to an out-of-school suspension was associated with the ethnicity/race of Grade 9 and 10 
Texas high school students for the 2013-2014 school year.  They established that Grade 9 
and 10 White boys were statistically significantly underrepresented in the number of days 
assigned to an out-of-school suspension, Grade 9 Hispanic boys were aptly represented, 
and Grade 10 Hispanic boys were underrepresented.  Important in their investigation was 
that Grade 9 and 10 Black boys were exceedingly overrepresented in the number of days 
assigned to an out-of-school suspension.  Grade 9 Hispanic boys were assigned to an out-
of-school suspension over two times as often as Grade 9 White boys, and Grade 9 Black 
boys were assigned to an out-of-school suspension over three times as often as Grade 9 




three times as often as Grade 10 White boys and over one and a half times more to an 
out-of-school suspension than Grade 10 Hispanic boys.    
Examining statewide data for the 2015-2016 school year, Miller and Slate (2019) 
conducted a research study on inequalities of out-of-school suspensions as a function of 
ethnicity/race for Grade 9, 10, and 11, White, Hispanic, and Black boys in Texas.  Miller 
and Slate (2019) documented that across all three grade levels, Hispanic boys not only 
were assigned more often to an out-of-school suspension than White boys, but also were 
assigned about a tenth of a day more per assignment to an out-of-school suspension.  This 
same pattern existed with the comparison between White boys and Black boys.  One key 
difference in this comparison was that Black boys were assigned up to two tenths of a day 
more per assignment to an of out-of-school suspension than White boys. 
Analyzing both in-school suspension and out-of-school assignment data, Hilberth 
and Slate (2014) conducted a Texas statewide study on Grade 6, 7, and 8 Black students 
and White students in the 2008-2009 school year.  For Grade 6, although Black students 
were only slightly more than 14% of the student enrollment, 32% of them were assigned 
to an in-school suspension.  Though Grade 6 White students were almost 35% of the 
student enrollment, they were assigned only about 14% of the in-school suspensions.  
While Grade 7 Black students represented 14% of the student population, almost 36% of 
Black students were assigned an in-school suspension.  Grade 7 White students 
represented slightly more than 35% of the student population, but only represented a little 
more than 16% of in-school suspensions.  These results were similar for Grade 8 Black 
and White students.  Black students made up over 14% of the Grade 8 student population, 




over 35% of the student population but approximately 18% were assigned to an in-school 
suspension.  Over 19% of Grade 6 Black students were assigned to an out-of-school 
suspension compared to less than 4% for Grade 6 White students.  Almost 23% of Grade 
7 Black students were assigned to an out-of-school suspension compared to less than 5% 
for Grade 7 White students.  Finally, over 23% of Grade 8 Black students were assigned 
to an out-of-school suspension compared to over 5% for Grade 8 White students. 
The disparity in assignments of exclusionary discipline consequences is alarming 
in that researchers (e.g., Balfanz, Byrnes, & Fox, 2014; Gregory et al., 2016; Hilberth & 
Slate, 2014; Hwang, 2018) have established that students who are removed from the 
learning environment are at greater risk of falling behind academically, having their 
social development hindered, and having increased chances of dropping out altogether.  
Just for a single out-of-school suspension, Balfanz, Byrnes, and Fox (2015) determined 
that the likelihood of dropping out of school doubled, whereas the chance of graduating 
diminished by 20%.  
To determine whether assignments to exclusionary discipline consequences was 
related to academic performance, Hilbreth (2010) conducted a Texas statewide 
investigation.  She specifically analyzed the relationship of exclusionary discipline 
consequences assigned to Black and White middle school students with their reading and 
mathematics achievement.  In her investigation, Grade 6, 7, and 8 Black students and 
White students who were assigned to an exclusionary discipline consequence had 
statistically significantly lower reading and mathematics performance on the Texas state-
mandated assessments than their peers who were not assigned to an exclusionary 




exclusionary discipline assignments had even lower reading and mathematics 
performance than their peers who were assigned between 1 and 10 exclusionary 
discipline assignments.  
The disparity in assignments of exclusionary discipline consequences is alarming 
in that researchers (e.g., Balfanz, Byrnes, & Fox, 2014; Gregory et al., 2016; Hilberth & 
Slate, 2014; Hwang, 2018) have established that students who are removed from the 
learning environment are at greater risk of falling behind academically, having their 
social development hindered, and having increased chances of dropping out altogether.  
Balfanz, Byrnes, and Fox (2015) determined that for the first out-of-school suspension, 
the likelihood of dropping out of school doubled, while the chance of graduating 
diminished by 20%.  
Statement of the Problem 
The detrimental effects of exclusionary discipline consequences on students based 
on ethnicity/race have been addressed (e.g., Barnes & Slate, 2016; Barnes, Slate, Moore, 
& Martinez-Garcia, 2017; Coleman & Slate, 2016; Eckford & Slate, 2016; Miller & 
Slate, 2019; Skiba et al. 2011; White & Slate, 2018).  Students of color who receive an 
inequitable amount of exclusionary discipline consequences are more likely to fail course 
work, drop out of school, or end up incarcerated (Fasching-Varner et al., 2014; Skiba et 
al., 2011; Skiba et al., 2014).  Two published articles (i.e., Miller & Slate, 2019; White & 
Slate, 2018) were located where the researchers addressed the number of days students 
were assigned to an exclusionary discipline consequence at the high school level.  
Harkrider and Slate (2020) examined the number of days middle school students were 




the relationship between student ethnicity/race and the number of days assigned to an 
exclusionary discipline consequence at the high school level.  Black and Hispanic 
students are assigned to an exclusionary discipline consequence at statistically 
significantly higher rates than their White counterparts (Eckford, 2017; Lopez, 2017, 
Ryan & Goodram, 2013; White & Slate, 2017), examining the number of days assigned 
to such a consequence is needed at the high school level to determine the level to which 
inequities might also exist in the time spent in an exclusionary discipline consequence.  
With these data, educators will be more aware of where inequities exist and employ more 
impartial behavior management techniques for all students.  
Purpose of the Study 
The purpose of this study was to determine the degree to which the number of 
days that Texas Grade 9, 10, and 11 students were assigned to an exclusionary discipline 
consequence (i.e. in-school suspension, out-of-school suspension) differed by their 
ethnicity/race (i.e. White, Hispanic, and Black) for three school years (i.e., 2015-2016, 
2016-2017, 2017-2018).  A second purpose of this study was to determine the extent to 
which trends were present between the number of days boys were assigned to an 
exclusionary discipline consequence and their ethnicity/race.  By performing these 
analyses, the extent to which inequities were present in days assigned to an exclusionary 






Significance of the Study 
The information from this multiyear, statewide research investigation can be used 
by educational leaders and practitioners, to change school policies at the district and 
campus levels to reduce disparities in the use of exclusionary discipline consequences for 
Grade 9, 10, and 11 boys in Texas high schools.  Researchers can use findings from this 
analysis to modify curriculum used to train current and future educators better to prepare 
them in dealing with students in the fields of cultural awareness, child development, and 
behavior modification techniques.  By analyzing the data in this study state legislators 
can make informative decisions in either eliminating or creating laws which aid in 
reducing or eliminating the use of exclusionary discipline consequences that are 
statistically significantly higher for students of color or from low economic backgrounds. 
Research Questions 
The following research questions were addressed in this study: (a) For Grade 9 
boys who were assigned to an exclusionary discipline consequence (i.e., in-school 
suspension, out-of-school suspension), what is the effect of their ethnicity/race (i.e., 
Black, Hispanic, and White) on the number of days they were assigned each of these 
consequences?; (b) For Grade 10 boys who were assigned to an exclusionary discipline 
consequence, what is the effect of their ethnicity/race on the number of days they were 
assigned each of these consequences?; (c) For Grade 11 boys who were assigned to an 
exclusionary discipline consequence, what is the effect of their ethnicity/race on the 
number of days they were assigned each of these consequences?; (d) For Grade 9 boys, 
what trend is present in the relationship between student ethnicity/race and number of 




For Grade 10 boys, what trend is present in the relationship between student 
ethnicity/race and number of days they were assigned to an in-school suspension and out-
of-school suspension?; and (f) For Grade 11 boys, what trend is present in the 
relationship between student ethnicity/race and number of days they were assigned to an 
in-school suspension and out-of-school suspension? The first three research questions 
were examined for the 2015-2016, 2016-2017, and 2017-2018 school years whereas the 
last three research questions involved comparisons of data across the three school years.  
Method 
Research Design 
In this empirical statewide analysis, a causal comparative research design was 
present (Johnson & Christensen, 2020).  In causal, non-experimental research 
investigations, no variables are controlled.  Accordingly, the degree to which cause-and-
effect relationships could be established was limited.  Statewide archival data that were 
earlier obtained from the Texas Education Agency Public Education Information 
Management System were analyzed.  Accordingly, the dependent and independent 
variables had already occurred and cannot be manipulated.  The data included Grade 9, 
10, and 11 boys by their ethnicity/race, assignment to an in-school suspension, 
assignment to an out-of-school suspension, and the number of days assigned to each 
exclusionary discipline consequence.  In this investigation, ethnicity/race for boys 
consisted of three groups: (a) Black, (b) Hispanic, and (c) White.  For each school year 
(i.e., 2015-2016, 2016-2017, 2017-2018), the dependent variables were the number of 





Participants and Instrumentation 
Participants in this article were Black, Hispanic, and White Grade 9, 10, and 11 
boys in the State of Texas who had been assigned to an in-school suspension or to an out-
of-school suspension in the 2015-2016, 2016-2017, and 2017-2018 school years.  In the 
State of Texas, the Texas Education Code includes all laws and rules passed by the Texas 
State Legislature.  It is Chapter 37 of the Texas Education Code that pertains to discipline 
(Texas Education Agency, 2019c). 
Chapter 37 of the Texas Education Code §37.001 (2019) specifies the conditions 
and outline the circumstances for using in-school and out-of-school suspensions.  Texas 
Education Code §37.002 pertains to in-school suspension.  A teacher may remove a 
student from their assigned classroom and the campus behavior coordinator or 
administrator can assign the student in-school-suspension.  Texas Education Code 
§37.005 pertains to out-of-school suspension.  An out-of-school suspension is a discipline 
consequence that removes a student from the school campus for a period of no longer 
than three consecutive days.  School districts must submit data to the Public Education 
Information Management System for both in-school suspension and out-of-school each 
school year.  The Public Education Information Management System encompasses all 
data requested and received by the Texas Education Agency about public education, 
including student demographic and academic performance, personnel, financial, and 






In this study, the extent to which the number of days assigned to an exclusionary 
discipline consequence related to the ethnicity/race of boys was examined.  Data were 
analyzed for Texas Grade 9, 10, and 11 White, Hispanic, and Black boys who had been 
assigned to an in-school suspension or to an out-of-school suspension in the 2015-2016, 
2016-2017, and 2017-2018 school years.  Separate statistical analyses were conducted for 
in-school suspension and out-of-school suspension at each grade level and for each 
school year.  Prior to conducting inferential statistical procedures to answer the research 
questions, checks for normality of data and for homogeneity of variance were conducted.  
Although some of the underlying assumptions of a parametric Analysis of Variance 
(ANOVA) were not met, Field (2018) contends that it is sufficiently robust to withstand 
violations of its underlying assumptions.  Starting with Grade 9, results are listed by 
ascending order of punishment severity (i.e., in-school suspension, out-of-school 
suspension) for Black, Hispanic, and White boys, beginning with the 2015-2016 school 
year and through the end of the 2017-2018 school year. Results are then repeated for 
Grade 10 and Grade 11 boys.  
Results for Grade 9 Boys and In-School Suspension  
Regarding the 2015-2016 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 47239) = 78.71, p < .001, partial n2 = .003, in the 
number of days Black, Hispanic, and White Grade 9 boys were assigned to an in-school 
suspension. The effect size for this finding was below small (Cohen, 1988).  Scheffe` 
post hoc procedures revealed that comparisons between all three ethnic/racial groups 




0.83 more days to an in-school suspension than were Grade 9 White boys and an average 
of 0.79 more days than Grade 9 Hispanic boys.  Grade 9 Hispanic boys were assigned to 
an in-school suspension an average of 0.04 more days than were Grade 9 White boys. 
Table 2.1 contains the descriptive statistics for this analysis.   
----------------------------------------------- 
Insert Table 2.1 about here 
----------------------------------------------- 
With respect to the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 46296) = 52.63, p < .001, partial n2 = .002, in the 
number of days Black, Hispanic, and White Grade 9 boys were assigned to an in-school 
suspension. The effect size for this finding was below small (Cohen, 1988).  Scheffe` 
post hoc procedures revealed that comparisons between all three ethnic/racial groups 
were statistically significant different.  Grade 9 Black boys were assigned an average of 
0.68 more days to an in-school suspension than were Grade 9 White boys and an average 
of 0.58 more days than Grade 9 Hispanic boys.  Grade 9 Hispanic boys were assigned to 
an in-school suspension an average of 0.10 more days than were Grade 9 White boys. 
Presented in Table 2.1 are the descriptive statistics for this analysis. 
Concerning the 2017-2018 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 43544) = 38.00, p < .001, partial n2 = .002, below 
small effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 
9 boys were assigned to an in-school suspension. Scheffe` post hoc procedures revealed 
that comparisons between all three ethnic/racial groups were statistically significant 




school suspension than were Grade 9 White boys and an average of 0.56 more days than 
Grade 9 Hispanic boys.  Grade 9 Hispanic boys were assigned to an in-school suspension 
an average of 0.02 less days than were Grade 9 White boys.  Revealed in Table 2.1 are 
the descriptive statistics for this analysis. 
Results for Grade 10 Boys and In-School Suspension  
With respect to the 2015-2016 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 35112) = 38.18, p < .001, partial n2 = .002, below 
small effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 
10 boys were assigned to an in-school suspension. Scheffe` post hoc procedures revealed 
that comparisons between all three ethnic/racial groups were statistically significant 
different.  Grade 10 Black boys were assigned an average of 0.35 more days to an in-
school suspension than were Grade 10 White boys and an average of 0.57 more days than 
Grade 10 Hispanic boys.  Grade 10 Hispanic boys were assigned to an in-school 
suspension an average of 0.22 less days than were Grade 10 White boys.  Presented in 
Table 2.2 are the descriptive statistics for this analysis. 
----------------------------------------------- 
Insert Table 2.2 about here 
----------------------------------------------- 
Concerning the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 33675) = 30.58, p < .001, partial n2 = .002, below 
small effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 
10 boys were assigned to an in-school suspension. Scheffe` post hoc procedures revealed 




different.  Grade 10 Black boys were assigned an average of 0.33 more days to an in-
school suspension than were Grade 10 White boys and an average of 0.51 more days than 
Grade 10 Hispanic boys.  Grade 10 Hispanic boys were assigned to an in-school 
suspension an average of 0.18 less days than were Grade 10 White boys.  Table 2.2 
contains the descriptive statistics for this analysis. 
Regarding the 2017-2018 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 33092) = 38.34, p < .001, partial n2 = .002, below 
small effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 
10 boys were assigned to an in-school suspension. Scheffe` post hoc procedures revealed 
that comparisons between all three ethnic/racial groups were statistically significant 
different.  Grade 10 Black boys were assigned an average of 0.35 more days to an in-
school suspension than were Grade 10 White boys and an average of 0.57 more days than 
Grade 10 Hispanic boys.  Grade 10 Hispanic boys were assigned to an in-school 
suspension an average of 0.22 less days than were Grade 10 White boys.  Delineated in 
Table 2.2 are the descriptive statistics for this analysis.   
Results for Grade 11 Boys and In-School Suspension  
Concerning the 2015-2016 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 25655) = 32.12, p < .001, partial n2 = .002, below 
small effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 
11 boys were assigned to an in-school suspension. Scheffe` post hoc procedures revealed 
that comparisons between all three ethnic/racial groups were statistically significant 
different.  Grade 11 Black boys were assigned an average of 0.36 more days to an in-




Grade 11 Hispanic boys.  Grade 11 Hispanic boys were assigned to an in-school 
suspension an average of 0.20 less days than were Grade 11 White boys.  Presented in 
Table 2.3 are the descriptive statistics for this analysis. 
----------------------------------------------- 
Insert Table 2.3 about here 
----------------------------------------------- 
With respect the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 25177) = 24.82, p < .001, partial n2 = .002, below 
small effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 
11 boys were assigned to an in-school suspension. Scheffe` post hoc procedures revealed 
that comparisons between all three ethnic/racial groups were statistically significant 
different.  Grade 11 Black boys were assigned an average of 0.37 more days to an in-
school suspension than were Grade 11 White boys and an average of 0.48 more days than 
Grade 11 Hispanic boys.  Grade 11 Hispanic boys were assigned to an in-school 
suspension an average of 0.11 less days than were Grade 11 White boys.  Revealed in 
Table 2.3 are the descriptive statistics for this analysis. 
Regarding the 2017-2018 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 33092) = 38.34, p < .001, partial n2 = .002, below 
small effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 
11 boys were assigned to an in-school suspension. Scheffe` post hoc procedures revealed 
that comparisons between all three ethnic/racial groups were statistically significant 
different.  Grade 11 Black boys were assigned an average of 0.35 more days to an in-




Grade 11 Hispanic boys.  Grade 11 Hispanic boys were assigned to an in-school 
suspension an average of 0.22 less days than were Grade 11 White boys.  Table 2.3 
contains the descriptive statistics for this analysis.   
Results for Grade 9 Boys and Out-of-School Suspension  
With respect to the 2015-2016 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 24862) = 102.80, p < .001, partial n2 = .008, 
below small effect size (Cohen, 1988), in the number of days Black, Hispanic, and White 
Grade 9 boys were assigned to an out-of-school suspension.  Scheffe` post hoc 
procedures revealed that comparisons between all three ethnic/racial groups were 
statistically significant different.  Grade 9 Black boys were assigned an average of 1.23 
more days to an out-of-school suspension than were Grade 9 White boys and an average 
of 0.59 more days than Grade 9 Hispanic boys.  Grade 9 Hispanic boys were assigned to 
an out-of-school suspension an average of 0.64 more days than were Grade 9 White boys.  
Delineated in Table 2.4 are the descriptive statistics for this analysis. 
----------------------------------------------- 
Insert Table 2.4 about here 
----------------------------------------------- 
Concerning the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 24268) = 125.12, p < .001, partial n2 = .01, small 
effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 9 
boys were assigned to an out-of-school suspension. Scheffe` post hoc procedures 
revealed that comparisons between all three ethnic/racial groups were statistically 




an out-of-school suspension than were Grade 9 White boys and an average of 0.71 more 
days than Grade 9 Hispanic boys.  Grade 9 Hispanic boys were assigned to an out-of-
school suspension an average of 0.63 more days than were Grade 9 White boys.  Table 
2.4 contains the descriptive statistics for this analysis. 
Regarding the 2017-2018 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 23857) = 129.63, p < .001, partial n2 = .011, small 
effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 9 
boys were assigned to an out-of-school suspension. Scheffe` post hoc procedures 
revealed that comparisons between all three ethnic/racial groups were statistically 
significant different.  Grade 9 Black boys were assigned an average of 1.23 more days to 
an out-of-school suspension than were Grade 9 White boys and an average of 0.73 more 
days than Grade 9 Hispanic boys.  Grade 9 Hispanic boys were assigned to an out-of-
school suspension an average of 0.50 more days than were Grade 9 White boys.  
Revealed in Table 2.4 are the descriptive statistics for this analysis. 
Results for Grade 10 Boys and Out-of-School Suspension  
With respect to the 2015-2016 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 16394) = 71.24, p < .001, partial n2 = .009, below 
small effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 
10 boys were assigned to an out-of-school suspension. Scheffe` post hoc procedures 
revealed that comparisons between all three ethnic/racial groups were statistically 
significant different.  Grade 10 Black boys were assigned an average of 0.87 more days 
to an out-of-school suspension than were Grade 10 White boys and an average of 0.61 




out-of-school suspension an average of 0.26 more days than were Grade 10 White boys. 
Table 2.5 contains the descriptive statistics for this analysis. 
----------------------------------------------- 
Insert Table 2.5 about here 
----------------------------------------------- 
Concerning the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 15630) = 87.95, p < .001, partial n2 = .011, small 
effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 10 
boys were assigned to an out-of-school suspension. Scheffe` post hoc procedures 
revealed that comparisons between all three ethnic/racial groups were statistically 
significant different.  Grade 10 Black boys were assigned an average of 0.94 more days 
to an out-of-school suspension than were Grade 10 White boys and an average of 0.62 
more days than Grade 10 Hispanic boys.  Grade 10 Hispanic boys were assigned to an 
out-of-school suspension an average of 0.32 more days than were Grade 10 White boys.  
Presented in Table 2.5 are the descriptive statistics for this analysis. 
Regarding the 2017-2018 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 16020) = 83.11, p < .001, partial n2 = .01, small 
effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 10 
boys were assigned to an out-of-school suspension. Scheffe` post hoc procedures 
revealed that comparisons between all three ethnic/racial groups were statistically 
significant different.  Grade 10 Black boys were assigned an average of 0.85 more days 
to an out-of-school suspension than were Grade 10 White boys and an average of 0.59 




out-of-school suspension an average of 0.26 more days than were Grade 10 White boys.  
Delineated in Table 2.5 are the descriptive statistics for this analysis.   
Results for Grade 11 Boys and Out-of-School Suspension  
With respect to the 2015-2016 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 10823) = 70.85, p < .001, partial n2 = .013, small 
effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 11 
boys were assigned to an out-of-school suspension. Scheffe` post hoc procedures 
revealed that comparisons between all three ethnic/racial groups were statistically 
significant different.  Grade 11 Black boys were assigned an average of 0.90 more days 
to an out-of-school suspension than were Grade 11 White boys and an average of 0.65 
more days than Grade 11 Hispanic boys.  Grade 11 Hispanic boys were assigned to an 
out-of-school suspension an average of 0.25 more days than were Grade 11 White boys.  
Table 2.6 contains the descriptive statistics for this analysis. 
----------------------------------------------- 
Insert Table 2.6 about here 
----------------------------------------------- 
Concerning the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 10575) = 73.58, p < .001, partial n2 = .014, small 
effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 11 
boys were assigned to an out-of-school suspension. Scheffe` post hoc procedures 
revealed that comparisons between all three ethnic/racial groups were statistically 
significant different.  Grade 11 Black boys were assigned an average of 0.81 more days 




more days than Grade 11 Hispanic boys.  Grade 11 Hispanic boys were assigned to an 
out-of-school suspension an average of 0.12 more days than were Grade 10 White boys.  
Delineated in Table 2.6 are the descriptive statistics for this analysis. 
Regarding the 2017-2018 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 10847) = 73.53, p < .001, partial n2 = .013, small 
effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 11 
boys were assigned to an out-of-school suspension. The effect size for this finding was 
small (Cohen, 1988).  Scheffe` post hoc procedures revealed that comparisons between 
all three ethnic/racial groups were statistically significant different.  Grade 11 Black boys 
were assigned an average of 0.78 more days to an out-of-school suspension than were 
Grade 11 White boys and an average of 0.58 more days than Grade 11 Hispanic boys.  
Grade 11 Hispanic boys were assigned to an out-of-school suspension an average of 0.20 
more days than were Grade 11 White boys.  Revealed in Table 2.6 are the descriptive 
statistics for this analysis.   
Discussion 
In this study, the degree to which disparities were present in the number of days 
assigned to an in-school suspension and an out-of-school suspension based on the 
ethnicity/race of Grade 9, 10, and 11 boys during the 2015-2016, 2016-2017, and 2017-
2018 school years was addressed.  Inferential statistical procedures were used to answer 
the research questions.  Results are reviewed by grade level.   
Spanning all three school years in this study, the ethnicity/race of Grade 9 boys 
was statistically significantly related to a greater number of days they were assigned to an 




of days to an in-school suspension.  Hispanic boys were assigned the next highest number 
of days, with the exception of the 2017-2018 school year, where Grade 9 White boys 
were assigned slightly more days to an-in-school suspension than Grade 9 Hispanic boys.   
Across the three school years, the ethnicity/race of Grade 10 boys was statistically 
significantly related to the number of days they were assigned to an in-school suspension.  
In all investigations for all three school years, Grade 10 Black boys were assigned to the 
highest number of days followed by White boys, and then by Hispanic boys.  Similar to 
Grade 9, Black boys had the highest average number of days assigned to an in-school 
suspension.  Grade 10 White boys had the next highest average number of days assigned 
to an in-school-suspension followed by Grade 10 Hispanic boys with the lowest number 
of days assigned.  With respect to all three school years the ethnicity/race of Grade 11 
boys was statistically significantly related to the number of days they were assigned to an 
in-school suspension.  For all analyses, Grade 11 Black boys were assigned to the highest 
number of days followed by White boys, and then by Hispanic boys.   
In regard to all three school years, the ethnicity/race of Grade 9 boys was 
statistically significantly related to the number of days they were assigned to an out-of-
school suspension.  Grade 9 Black boys were assigned to the highest number of days of 
out-of-school suspensions, followed by Hispanic boys, and then by White boys.  
Concerning all three school years, the ethnicity/race of Grade 10 boys was statistically 
significantly related to the number of days assigned to an out-of-school suspension.  
Black boys were assigned to the highest number of days, followed by Hispanic boys, and 
then by White boys.  With respect to all three school years, the ethnicity/race Grade 11 




out-of-school suspension.  Concerning all analyses, Black boys were assigned the highest 
number of days, followed by Hispanic boys, and then by White boys.   
Connections with Existing Literature 
In this multiyear, statewide investigation, differences in the number of days 
assigned to an in-school suspension and out-of-school suspension for Grade 9, 10, and 11 
boys by their ethnicity/race were established.  These differences have been well 
documented in the extant literature.  Several researchers (e.g., Henkel, Slate, & Martinez-
Garcia, 2016; Hilberth & Slate, 2014; Jones, Slate, & Martinez-Garcia, 2014, Khan & 
Slate, 2016, Lopez & Slate, 2020, Miller & Slate, 2019, White & Slate, 2018) have 
conducted empirical investigations in which they have established the presence of 
inequities in exclusionary disciplinary consequence assignments by student ethnicity/race 
in the State of Texas.  Findings from their studies of ethnic/racial disparities in the 
assignment of exclusionary discipline consequences were congruent with the studies at 
the national level.  Only two articles by White and Slate (2018) and by Miller and Slate 
(2019) were identified in which inequalities in the number of days assigned to an 
exclusionary discipline consequence were addressed at the high school level.  
White and Slate (2018) analyzed the extent to which the number of days assigned 
to an out-of-school suspension was associated with the ethnicity/race of Grade 9 and 10 
Texas high school students for the 2013-2014 school year.  They established that Grade 9 
and 10 White boys were statistically significantly underrepresented in the number of days 
assigned to an out-of-school suspension, Grade 9 Hispanic boys were aptly represented, 
and Grade 10 Hispanic boys were underrepresented.  Important in their investigation was 




assigned to an out-of-school suspension.  Miller and Slate (2019) examined statewide 
data for the 2015-2016 school year and conducted a research study on inequalities of out-
of-school suspensions as a function of ethnicity/race for Grade 9, 10, and 11, White, 
Hispanic, and Black boys in Texas.  Miller and Slate (2019) documented that across all 
three grade levels, Hispanic boys not only were assigned more often to an out-of-school 
suspension than White boys, but also were assigned about one tenth of a day more per 
assignment to an out-of-school suspension.  This same pattern occurred with the 
comparison between White boys and Black boys.  Black boys were assigned up to two 
tenths of a day more per assignment to an of out-of-school suspension than White boys. 
Implications for Policy and for Practice 
Several implications for policy and for practice can be made from the results of 
this investigation.  First, with respect to policy, the Texas State legislature needs to 
evaluate the data provided by researchers in the area of inequities exclusionary discipline 
consequences.  Legislators can create laws to reduce the number of days allowed in in-
school suspension and out-of-school suspension for each academic school year, as well as 
reduce the use of out-of-school suspensions for less than egregious discipline infractions.  
Secondly, district and campus administrators need to implement programs to 
modify behavior outside the realm of disciplinary consequences, primarily exclusionary 
discipline consequences.  Educational leaders need to implement professional 
development programs for staff and teachers that instill the skills necessary to build 
relationships with students which involve and implement cultural relevancy and student 
psychological development.  Implementing Positive Behavioral Interventions and 




can reduce disparity in exclusionary discipline consequences. 
With regard to practices and the implication of practices, campus and district 
administrators need to examine discipline data periodically throughout the year and 
disseminate the data to staff members to help them identify what specific behaviors lead 
to discipline consequences, which groups of students receive a disproportionate amount 
of discipline consequences, and to offer behavior modification tools which keep students 
in class and on campus while reducing or eliminating inequities in assignments to 
exclusionary discipline consequences. 
Finally, outreach programs which build ties and cooperation with the community 
to which schools serve, need to be strongly established.  Public educators need to conduct 
more home visits, volunteer in the community, and seek volunteers from the community 
to assist where needed on campuses.  Both communities and school districts must work 
together for the successful education and future endeavors of the child. 
Recommendations for Future Research 
In this multiyear, statewide study, the relationship between student ethnicity/race 
and the number of days assigned to in-school suspension and out-of-school suspension 
for boys in Grades 9, 10, and 11 was examined.  As such, a number of recommendations 
for future research can be made.  First, an investigation is warranted to ascertain whether 
inequities in the number of days assigned to exclusionary discipline consequences also 
exists for Texas high school girls based on their ethnicity/race.  Performing such a study 
would reveal the extent to which results delineated in this investigation on boys would be 
generalizable to high school girls.  Second, another recommendation is for researchers to 




the fact that Black boys in Texas high schools are assigned a greater number of days to an 
in-school suspension and an out-of-school suspension, a third recommendation is for 
researchers to expand this study into the elementary and middle school levels as well.  
Determining if differences in exclusionary discipline consequences are present at the 
elementary and middle school level could make available useful information on the 
development of solutions to the reduction and elimination of discipline disparities for 
these students.  Fourth, researchers should broaden this study to more stringent 
exclusionary discipline consequences such as Disciplinary Alternative Education 
Program placements and Juvenile Justice Alternative Education Program placements.  
Fifth, further research beyond Texas needs to be conducted to determine if the inequities 
documented herein in the assignment of exclusionary consequences as a function of 
ethnicity/race and economic status also occur in other states.  If inequities in assignments 
to exclusionary discipline consequences are determined to exist beyond the borders of 
Texas, then a national dialogue to address and eliminate these disparities can begin. 
Conclusion 
The purpose of this study was to determine the degree to which inequities existed 
in the number of days assigned to an exclusionary discipline consequence for Texas high 
school boys as a function of their ethnicity/race.  Three years of archival data were 
acquired from the Texas Education Agency Public Education Information Management 
System for statewide data on all Grade 9, 10, and 11 Black, Hispanic, and White boys for 
the 2015-2016, 2016-2017, and 2017-2018 school years.  In all three grades across all 
three school years, Black boys were assigned to the highest number of days in an in-




exception of the 2015-2016 and 2016-2017 school years where Grade 9 Hispanic boys 
were assigned more days of in-school suspension than Grade 9 White boys.  For all three 
grade levels across the three school years Black boys were assigned the most days of out-
of-school suspensions, followed by Hispanic boys, then White boys.  Findings of this 
study were consistent with findings of other researchers (Miller & Slate, 2019; White & 
Slate, 2018) in regard to the existence of inequities in the number of days students were 
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Descriptive Statistics for In-School Suspension Days Assigned to Grade 9 Black, 
Hispanic, and White Boys for 2015-2016 through 2017-2018 








2015-2016    
Black 10,251 5.49 6.56 
Hispanic 26,843 4.70 5.56 
White 10,148 4.66 5.18 
2016-2017    
Black 10,119 5.18 5.83 
Hispanic 26,249 4.60 5.35 
White 9,931 4.50 4.78 
2017-2018    
Black 9,156 4.98 6.51 
Hispanic 24,446 4.42 5.17 








Descriptive Statistics for In-School Suspension Days Assigned to Grade 10 Black, 
Hispanic, and White Boys for 2015-2016 through 2017-2018 








2015-2016    
Black 7,501 4.59 5.29 
Hispanic 18,854 4.02 4.70 
White 8,760 4.24 4.73 
2016-2017    
Black 7,246 4.49 5.27 
Hispanic 18,154 3.98 4.66 
White 8,278 4.16 4.47 
2017-2018    
Black 6,693 4.40 5.20 
Hispanic 17,747 3.83 4.49 








Descriptive Statistics for In-School Suspension Days Assigned to Grade 11 Black, 
Hispanic, and White Boys for 2015-2016 through 2017-2018 








2015-2016    
Black 5,366 4.13 4.73 
Hispanic 13,246 3.57 4.32 
White 7,046 3.77 4.07 
2016-2017    
Black 5.315 4.05 4.65 
Hispanic 12,952 3.57 4.30 
White 6,913 3.68 3.87 
2017-2018    
Black 5,017 3.92 4.99 
Hispanic 12,723 3.38 3.94 








Descriptive Statistics for Out-of-School Suspension Days Assigned to Grade 9 Black, 
Hispanic, and White Boys for 2015-2016 through 2017-2018 








2015-2016    
Black 6,932 4.87 4.91 
Hispanic 13,936 4.28 4.36 
White 3,997 3.64 3.40 
2016-2017    
Black 6,617 4.87 4.94 
Hispanic 13,751 4.16 4.24 
White 3,903 3.53 3.37 
2017-2018    
Black 6,339 4.73 4.57 
Hispanic 13,335 4.00 3.96 








Descriptive Statistics for Out-of-School Suspension Days Assigned to Grade 10 Black, 
Hispanic, and White Boys for 2015-2016 through 2017-2018 








2015-2016    
Black 4,642 4.15 3.93 
Hispanic 8,617 3.54 3.37 
White 3,138 3.28 2.90 
2016-2017    
Black 4,490 3.70 6.51 
Hispanic 8,226 3.17 5.17 
White 2,917 2.50 4.83 
2017-2018    
Black 4,449 4.00 3.50 
Hispanic 8,422 3.41 2.99 







Descriptive Statistics for Out-of-School Suspension Days Assigned to Grade 11 Black, 
Hispanic, and White Boys for 2015-2016 through 2017-2018 








2015-2016    
Black 3,233 3.84 3.59 
Hispanic 5,345 3.19 2.78 
White 2,258 2.94 2.55 
2016-2017    
Black 3,074 3.78 3.41 
Hispanic 5,225 3.09 2.68 
White 2,279 2.97 2.25 
2017-2018    
Black 3,116 3.63 3.06 
Hispanic 5,360 3.05 2.44 








INEQUITIES IN THE NUMBER OF DAYS ASSIGNED TO AN EXCLUSIONARY 
DISCIPLINE CONSEQUENCE AS A FUNCTION OF THE ETHNICITY/RACE OF 





































Ascertained in this analysis was the extent to which inequities existed in the number of 
days that Texas Grade 9, 10, and 11 students were assigned to an exclusionary discipline 
consequence (i.e. in-school suspension, out-of-school suspension) by the ethnicity/race 
for the 2015-2016, 2016-2017, and 2017-2018 school years.  Inferential statistical 
procedures revealed the presence of statistically significant disparities in all three school 
years and at all three grade levels.  At every grade level and school year, Black girls were 
assigned to more days in an in-school suspension than were Hispanic girls and White 
girls. For out-of-school suspensions across all three school years, Black girls were 
assigned to an out-of-school suspension statistically significantly more days than 
Hispanic girls and White girls, and Hispanic girls were assigned statistically significantly 
more days than White girls with the exception of Grade 10 in 2016-2017, and Grade 11 
in 2016-2017 and 2017-2018.  
 
 
Keywords: In-school suspension, Out-of-school suspension, Ethnicity/Race, Texas, High 





INEQUITIES IN THE NUMBER OF DAYS ASSIGNED TO AN EXCLUSIONARY 
DISCIPLINE CONSEQUENCE AS A FUNCTION OF THE ETHNICITY/RACE OF 
TEXAS HIGH SCHOOL GIRLS: A MULTIYEAR, STATEWIDE INVESTIGATION 
Inequities by ethnicity/race in exclusionary discipline does not just affect boys.  
Disproportionalities in exclusionary discipline are evident at the national level (Office of 
Civil Rights, 2016) and state levels (Annamma et al., 2016; Barnes, Slate, Moore, & 
Martinez-Garcia, 2017; Blake, Keith, Luo, Le, & & Salter, 2017; Morris & Perry, 2017; 
Slate, Gray, & Jones, 2016) for girls as well as boys.  Patterns of inequities in 
exclusionary discipline as it pertains to girls mirror that of boys and is cause for concern. 
According to the Office of Civil Rights (2016), 24,518,548 girls were enrolled in 
public education in the United States for the 2015-2016 school year.  Of that total, 
846,502 were assigned one or more days of in-school suspension.  For the same year, 
2,581,194 girls were enrolled in the State of Texas public schools.  Of that total, 197,597 
were assigned one or more days of in-school suspension.  The most common form of 
exclusionary discipline consequence for public schools is in-school suspension followed 
by out-of-school suspensions (Office of Civil Rights, 2016).  With respect to the 
ethnicity/race of girls in the United States who were assigned to an in-school suspension 
for the 2015-2016 school year, Black girls totaled almost 38% of all girls assigned to an 
in-school suspension yet they were less than 8% of the total student enrollment 
population.  Hispanic girls represented over 23% of all girls assigned to an in-school 
suspension and were slightly less than 13% of the total enrollment of students in the 




for the 2015-2016 school year and represented over 23% of the total enrollment of all 
students in the United States.    
For the State of Texas, Black girls constituted almost 26% of all girls assigned to 
an in-school suspension even though they were 6% of girls enrolled in Texas public 
schools in 2015-2016.  Hispanic girls who were assigned an in-school suspension 
represented over 52% of all girls assigned to an in-school suspension in Texas and totaled 
over 25% of all girls enrolled in Texas public schools.  White girls were assigned over 
18% of all in-school suspensions in Texas and represented less than 14% of all girls 
enrolled in Texas public schools in 2015-2016 (Office of Civil Rights, 2016).  Similar 
patterns emerge when analyzing the second most commonly used exclusionary discipline 
consequence of out-of-school suspension.  By examining the disparity of assignments to 
out-of-school suspensions by ethnicity/race of girls in the United States in the 2015-2016 
school year, 41% of girls assigned to one or more out-of-school suspension were Black, 
less than 21% of girls assigned to one or more out-of-school suspensions were Hispanic, 
and less than 32% of girls who were assigned an out-of-school suspension were White.  
For the State of Texas, almost 33% of all girls assigned to an out-of-school suspension 
were Black, over 49% of girls were Hispanic, and less than 19% were White (Office of 
Civil Rights, 2016).  These disproportionalities of exclusionary discipline have also been 
analyzed nationally in other studies and also in other states. 
Using Critical Race Theory and Critical Race Feminism as a guiding theoretical 
framework, Annamma et al. (2016) analyzed the overrepresentation in exclusionary 
discipline assignments of Black girls in the Denver Public Schools.  The sample in the 




assigned a discipline referral in the 2011-2012 school year.  Of those girls assigned to a 
discipline consequence, the makeup of the three largest ethnic/racial groups was 29% 
Black girls, 57% Hispanic girls, and 9% White girls.  The composition of the three largest 
ethnicity/racial groups of girls in the Denver Public Schools district was 15% Black girls, 
58% Hispanic girls, and 20% White girls.  Black girls were assigned to an out-of-school 
suspension 52% of the time they were sent to the office.  This rate was higher than the 
rate for Hispanic boys and White boys.  Hispanic girls were assigned to an out-of-school 
suspension 41% of the time they were referred to the office whereas White girls were 
assigned to an out-of-school suspension 31% of the time. 
For law enforcement referrals, Black girls and White girls were equally 
represented at 5% each, however, when the result of the law enforcement referral resulted 
in expulsions, almost 1% of Black girls were assigned this disciplinary assignment 
compared to no White girls.  When Black girls were sent to the office for the same 
discipline referrals as Hispanic and White girls, Black girls were punished more severely.  
Most of the reasons for exclusionary discipline for Black girls were for subjective reasons 
such as defiance of authority or disrespect whereas for White girls, the reasons were 
concrete ones such as drug or alcohol possession (Annamma et al., 2016).  This 
overrepresentation of Black girls has also been documented in other states as well. 
Examining data from a large urban school district in Kentucky, Morris and Perry 
(2017) analyzed a sample of 30,202 Grade 6 to Grade 12 students.  Morris and Perry 
(2017) analyzed discipline data over a 4-year period starting in August 2007 to June 
2011.  Of this total, 49% were girls.  The ethnic/racial make-up of this sample was 64% 




receive discipline referrals for minor to moderate discipline infractions such as disrespect, 
misuse of cell phones, and being tardy.  Black girls were over three times more likely 
than White girls to receive a discipline referral for the same infractions.  Black girls were 
actually assigned more referrals for minor to moderate infractions than were either White 
boys or Hispanic boys.  Overall, for minor to severe discipline infractions, Black girls 
had the same probability of being assigned to a discipline referral as were White boys.  
Similar to the study conducted by Annamma et al. (2016), Morris and Perry (2017) 
established that Black girls were overrepresented for minor discipline infractions, and 
more equally represented for severe infractions such as fighting, bullying, truancy, or 
possession of a weapon.   
In Texas, the state of interest for this article, research studies have been conducted 
on inequities in exclusionary discipline consequences based on gender and ethnicity/race.  
For the 2013-2014, 2014-2015, and 2015-2016 school years, Barnes et al. (2017) 
analyzed in-school suspensions and out-of-school suspensions to determine whether 
inequalities in discipline consequences were present as a function of student 
ethnicity/race and gender for Grades 6, 7, and 8 students.  For Grade 6, 7, and 8 girls and 
for the 2013-2014, 2014-2015, and 2015-2016 school years, the same patterns emerged.  
Black girls were assigned to an in-school suspension and to an out-of-school suspension 
at statistically significantly higher rates than both White and Hispanic girls.  Moreover, 
Hispanic girls were assigned to an in-school suspension and to an out-of-school 
suspension at statistically significant higher rates than White girls.   
In another Texas statewide study, White and Slate (2018) examined the degree to 




the ethnicity/race of Grade 9 and 10 Texas high school students for the 2013-2014 school 
year.  White and Slate (2018) documented that Grade 9 and 10 Black girls were 
especially overrepresented in being assigned to an out-of-school suspension whereas 
Grade 9 and 10 White girls were underrepresented in assignment to an out-of-school 
suspension, and Grade 9 Hispanic girls were slightly underrepresented as were Grade 10 
Hispanic girls.  Important to note in their investigation was that Grade 9 Black girls were 
assigned to an out-of-school suspension over six times as often as Grade 9 White girls, 
and Grade 9 Hispanic girls were assigned to an out-of-school suspension over three times 
as often as Grade 9 White girls.  Grade 10 Black girls were assigned to an out-of-school 
suspension over 10 times as often as Grade 10 White girls and over two and half times 
more often than Grade 10 Hispanic girls.    
In another Texas statewide study, White (2019) analyzed whether inequities were 
also present in the number of days assigned to an in-school suspension and to an out-of-
school suspension for middle school girls for the 2012-2013 school year through the 
2015-2016 school year.  For the four school years, Grade 6 Black girls were assigned on 
average 0.93 days more to an in-school suspension assignment than were Grade 6 White 
girls.  Grade 6 Hispanic girls were assigned an average of 0.39 days more for an in-
school suspension than did Grade 6 White girls.  Grade 7 Black girls were assigned on 
average 0.89 days more to an in-school suspension than were Grade 7 White girls from 
2012-2016.  Grade 7 Hispanic girls were assigned on average 0.36 days more in an in-
school suspension than were Grade 7 White girls.  Grade 8 Black girls were assigned an 




girls.  Grade 8 Hispanic girls were assigned 0.15 days more to an in-school suspension 
than were Grade 8 White girls for the four years examined in the study.   
For assignments to out-of-school suspensions during the four years of the study, 
Grade 6 Black girls were assigned 0.75 days more to an out-of-school suspension than 
were Grade 6 White girls.  Hispanic girls in the same grade were assigned 0.23 days more 
to an out-of-school suspension than were Grade 6 White girls (White, 2019).  From 2012-
2016, Grade 7 Black girls were assigned over a day more to an out-of-school suspension 
than were Grade 7 White Girls.  Hispanic Grade 7 girls were assigned almost half a day 
more to out-of-school suspensions than were Grade 7 White girls during the same four-
year period (White, 2019).  Grade 8 Black girls were assigned almost a day more for to 
an out-of-school suspension than were Grade 8 White girls whereas Grade 8 Hispanic 
girls were assigned almost half a day more for the same disciplinary assignment during 
the same four-year period of the study. 
The reason why numbers of days assigned to exclusionary discipline 
consequences matters is that such assignments can adversely affect academic and social 
outcomes.  Evidence for this statement comes from another Texas statewide investigation 
in which Hilberth (2010) addressed the degree to which exclusionary discipline 
consequences assigned to Grade 6, 7, and 8 Black and White students were connected to 
their reading and mathematics achievement scores on the Texas state-mandated 
assessment.  Grades 6, 7, and 8 Black and White students who were assigned to an 
exclusionary discipline consequence had statistically significantly lower reading and 
mathematics scores on the Texas state-mandated assessments than did their grade level 




7, and 8 Black and White students who had 10 or more exclusionary discipline 
assignments obtained lower reading and mathematics scores than their grade level 
counterparts who were assigned between 1 and 10 exclusionary discipline assignments.   
Over 30% of students who receive either one or more suspensions or expulsions 
repeat the same grade at least once, and almost 10% of students who receive at least one 
disciplinary assignment drop out of school (Fabelo et al., 2011).  Students who are 
assigned exclusionary discipline consequences experience achievement and opportunity 
gaps, an increased likelihood of dropping out of school, grade level retention, and an 
increased participation with the criminal justice system (Gregory, Skiba, & Noguera, 
2010; Martin, Sharp-Grier, & Smith, 2016; Riddle & Sinclair, 2019; Skiba et al., 2011).   
Statement of the Problem 
Disproportionality of exclusionary discipline consequence for middle school boys 
has been recognized as a function of student ethnicity/race (e.g., Barnes & Slate, 2016; 
Coleman & Slate, 2016; Eckford & Slate, 2016; White & Slate, 2018), and high school 
boys (Miller & Slate, 2019; White & Slate, 2018).  Researchers (e.g., Henkel, Slate, & 
Martinez-Garcia, 2016; Hilberth & Slate, 2014, White, 2019) have recently begun to 
focus on inequities of exclusionary discipline for girls as well.  These researchers have 
demonstrated that girls of color receive a disproportionate amount of exclusionary 
discipline.  Most of the researchers in these studies, however, have focused on middle 
school students.  At present, only one published study was located in Texas (White, 
2019) about the ethnicity/race of girls and being assigned to days in an exclusionary 
discipline consequence.  This study pertained to middle school students as well.  At 




for girls at the high school level in Texas.  Because disparities exist in discipline 
assignment for Black and Hispanic students (Miller & Slate, 2019; Ryan & Goodram, 
2013; White & Slate, 2018, White, 2019), examining the number of days girls are 
assigned to exclusionary discipline consequence is needed.  Attention on the extent to 
which inequities might also exist in the amount of time Black and Hispanic Grade 9, 10, 
and 11 girls are assigned to an exclusionary discipline consequence were determined.  
Gaining this information is vital because students who are assigned exclusionary 
discipline consequences experience  lower academic performance, improved likelihood 
of dropping out of school, increased risk of grade level retention, and  increased 
difficulties with the criminal justice system (Gregory et al., 2010; Riddle & Sinclair, 
2019; Skiba et al., 2011).   
Purpose of the Study 
The purpose of this study is to determine the degree in which the number of days 
that Texas Grade 9, 10, and 11 girls assigned an exclusionary discipline consequence (i.e. 
in-school suspension, out-of-school suspension), differed by their ethnicity/race (i.e. 
White, Hispanic, and Black) for the following four school years (i.e., 2015-2016, 2016-
2017, 2017-2018).  A second purpose of this study is to determine the extent to which 
trends were present between the number of days girls were assigned to an exclusionary 
discipline consequence and their ethnicity/race.  By performing these analyses, the extent 
to which inequities are present in days assigned to an exclusionary discipline 





Significance of the Study 
The information from this research investigation can be used by educational 
leaders and practitioners, to change school policies at the district and campus levels to 
reduce or eliminate the disparity in the use of exclusionary discipline as a behavior 
modification tool for Grade 9, 10, and 11 girls in Texas high schools.  Researchers can 
use results from these analyses to modify curriculum used to train current and future 
educators to prepare them in dealing with students in the fields of cultural awareness, 
child development, and behavior modification techniques.  Informed with the data in this 
study state legislators can make informative decisions in either eliminating or creating 
laws which aid in reducing or eliminating the use of exclusionary discipline 
consequences that are statistically significantly higher for students of color or students 
living in poverty.   
Research Questions 
The following research questions were addressed in this study: (a) For Grade 9 
girls who were assigned to an exclusionary discipline consequence (i.e., in-school 
suspension, out-of-school suspension), what is the effect of their ethnicity/race (i.e., 
Black, Hispanic, and White) on the number of days they were assigned each of these 
consequences?; (b) For Grade 10 girls who were assigned to an exclusionary discipline 
consequence, what is the effect of their ethnicity/race on the number of days they were 
assigned each of these consequences?; (c) For Grade 11 girls who were assigned to an 
exclusionary discipline consequence, what is the effect of their ethnicity/race on the 
number of days they were assigned each of these consequences?; (d) For Grade 9 girls, 




they were assigned to the two exclusionary discipline consequences?; (e) For Grade 10 
girls, what trend is present in the relationship between their ethnicity/race and number of 
days they were assigned to the two exclusionary discipline consequences?; and (f) For 
Grade 11 girls, what trend is present in the relationship between their ethnicity/race and 
number of days they were assigned to the two exclusionary discipline consequences? The 
first three research questions were examined for the 2015-2016, 2016-2017, and 2017-
2018 school years whereas the last three research questions involved comparisons of data 
across the four school years.   
Method 
Research Design 
Because archival data were analyzed, a causal comparative research design were 
present (Johnson & Christensen, 2020).  In causal, non-experimental research 
investigations, no variables, are controlled.  Consequently, the extent to which cause-and-
effect relationships can be determined is constrained.  Statewide archival data that were 
earlier obtained from the Texas Education Agency Public Education Information 
Management System were analyzed.  Because the data had already been collected, the 
dependent and independent variables had already occurred and cannot be manipulated.  
For these reasons, the research design used in this study were a causal comparative 
research design (Johnson & Christensen, 2020).  The data included Grade 9, Grade 10, 
and Grade 11 girls by their ethnicity/race, assignment to in-school suspension, 
assignment to out-of-school suspension, and the number of days obtained for each 
assigned exclusionary discipline consequence.  Accordingly, the independent variable of 




For each school year (i.e., 2015-2016, 2016-2017, 2017-2018), the dependent variable 
was the number of days assigned to any of the two exclusionary discipline consequences.  
Participants and Instrumentation 
Participants in this study were Grade 9, Grade 10, and Grade 11, Black, Hispanic, 
and White girls in Texas who have were assigned an exclusionary discipline consequence 
of in-school suspension or out-of-school suspension for the following school years; 2015-
2016, 2016-2017, and 2017-2018.  The Texas Education Code contains all laws and rules 
passed by the Texas State Legislature.  This code pertains to all educational organizations 
supported in whole or in part by state tax funds unless specifically excluded by this code 
(Texas Education Agency, 2019c).  Chapter 37 of the Texas Education Code concerns 
school discipline.  
Texas Education Code §37.001 (2019) pertains to the conditions and outlines the 
circumstances for using in-school and out-of-school suspensions.  Information on in-
school suspensions is located in Texas Education Code §37.002.  In order to maintain 
effective discipline, a teacher may remove a student from their assigned classroom and 
the administrator can assign the student in-school-suspension.  Information about out-of-
school suspensions is located in Texas Education Code §37.005.  An out-of-school 
suspension is a discipline assignment that removes a student from the school campus for 
no longer than three consecutive days.  Every year, each public-school district in the State 
of Texas must submit data pertaining to in-school and out-of-school suspensions to the 
Public Education Information Management System.  The Public Education Information 
Management System encompasses all data requested and received by the Texas 




performance, personnel, financial, and organizational information (Texas Education 
Agency, 2019d).    
Results 
In this study, the extent to which the number of days assigned to an exclusionary 
discipline consequence related to the ethnicity/race of girls was analyzed.  Data were 
evaluated for Texas Grade 9, 10, and 11 White, Hispanic, and Black girls who had been 
assigned to an in-school suspension or to an out-of-school suspension in the 2015-2016, 
2016-2017, and 2017-2018 school years.  Separate statistical analyses were performed for 
in-school suspension and out-of-school suspension at each grade level and for each 
school year.  Prior to conducting inferential statistical procedures to answer the research 
questions, checks for normality of data and for homogeneity of variance were conducted.  
Although some of the underlying assumptions of a parametric Analysis of Variance 
(ANOVA) were not met, Field (2018) contends that it is sufficiently robust to withstand 
violations of its underlying assumptions.  Beginning with Grade 9, results are listed by 
ascending order of punishment severity (i.e., in-school suspension, out-of-school 
suspension) for Black, Hispanic, and White girls, beginning with the 2015-2016 school 
year and through the end of the 2017-2018 school year. Results are then repeated for 
Grade 10 and Grade 11 girls.  
Results for Grade 9 Girls and In-School Suspension  
With respect to the 2015-2016 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 27849) = 50.99, p < .001, partial n2 = .004, in the 
number of days Black, Hispanic, and White Grade 9 girls were assigned to an in-school 




post hoc procedures revealed that all pairwise comparisons were statistically significant 
different.  Grade 9 Black girls were assigned an average of 0.72 more days to an in-
school suspension than were Grade 9 White girls and an average of 0.70 more days than 
Grade 9 Hispanic girls.  Grade 9 Hispanic girls were assigned to an in-school suspension 
an average of 0.02 more days than were Grade 9 White girls.  Presented in Table 3.1 are 
the descriptive statistics for this analysis.   
----------------------------------------------- 
Insert Table 3.1 about here 
----------------------------------------------- 
Regarding the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 26659) = 60.16, p < .001, partial n2 = .004, in the 
number of days Black, Hispanic, and White Grade 9 girls were assigned to an in-school 
suspension. The effect size for this finding was below small (Cohen, 1988).  Scheffe` 
post hoc procedures revealed that all pairwise comparisons were statistically significant 
different.  Grade 9 Black girls were assigned an average of 0.79 more days to an in-
school suspension than were Grade 9 White girls and an average of 0.77 more days than 
Grade 9 Hispanic girls.  Grade 9 Hispanic girls were assigned to an in-school suspension 
an average of 0.02 more days than were Grade 9 White girls.  Table 3.1 are the 
descriptive statistics for this analysis. 
Regarding the 2017-2018 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 24594) = 46.41, p < .001, partial n2 = .004, below 
small effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 




that all pairwise comparisons were statistically significant different.  Grade 9 Black girls 
were assigned an average of 0.44 more days to an in-school suspension than were Grade 
9 White girls and an average of 0.70 more days than Grade 9 Hispanic girls.  Grade 9 
Hispanic girls were assigned to an in-school suspension an average of 0.26 less days than 
were Grade 9 White girls.  Delineated in Table 3.1 are the descriptive statistics for this 
analysis. 
Results for Grade 10 Girls and In-School Suspension  
Concerning the 2015-2016 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 21947) = 54.22, p < .001, partial n2 = .005, below 
small effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 
10 girls were assigned to an in-school suspension. Scheffe` post hoc procedures revealed 
that all pairwise comparisons were statistically significant different.  Grade 10 Black girls 
were assigned an average of 0.36 more days to an in-school suspension than were Grade 
10 White girls and an average of 0.69 more days than Grade 10 Hispanic girls.  Grade 10 
Hispanic girls were assigned to an in-school suspension an average of 0.33 less days than 
were Grade 10 White girls.  Revealed in Table 3.2 are the descriptive statistics for this 
analysis. 
----------------------------------------------- 
Insert Table 3.2 about here 
----------------------------------------------- 
In respect to the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 19605) = 38.19, p < .001, partial n2 = .004, below 




10 girls were assigned to an in-school suspension. Scheffe` post hoc procedures revealed 
that all pairwise comparisons were statistically significantly different.  Grade 10 Black 
girls were assigned an average of 0.51 more days to an in-school suspension than were 
Grade 10 White girls and an average of 0.62 more days than Grade 10 Hispanic girls.  
Grade 10 Hispanic girls were assigned to an in-school suspension an average of 0.11 less 
days than were Grade 10 White girls.  Presented in Table 3.2 are the descriptive statistics 
for this analysis. 
Concerning the 2017-2018 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 18679) = 67.59, p < .001, partial n2 = .007, below 
small effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 
10 girls were assigned to an in-school suspension. Scheffe` post hoc procedures revealed 
that all pairwise comparisons were statistically significant different.  Grade 10 Black girls 
were assigned an average of 0.58 more days to an in-school suspension than were Grade 
10 White girls and an average of 0.78 more days than Grade 10 Hispanic girls.  Grade 10 
Hispanic girls were assigned to an in-school suspension an average of 0.20 less days than 
were Grade 10 White girls.  Presented in Table 3.2 are the descriptive statistics for this 
analysis.   
Results for Grade 11 Girls and In-School Suspension  
Regarding the 2015-2016 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 14252) = 40.32, p < .001, partial n2 = .006, below 
small effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 
11 girls were assigned to an in-school suspension. Scheffe` post hoc procedures revealed 




were assigned an average of 0.32 more days to an in-school suspension than were Grade 
11 White girls and an average of 0.61 more days than Grade 11 Hispanic girls.  Grade 11 
Hispanic girls were assigned to an in-school suspension an average of 0.29 less days than 
were Grade 11 White girls.  Delineated in Table 3.3 are the descriptive statistics for this 
analysis. 
----------------------------------------------- 
Insert Table 3.3 about here 
----------------------------------------------- 
Concerning the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 13941) = 28.88, p < .001, partial n2 = .004, below 
small effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 
11 girls were assigned to an in-school suspension. Scheffe` post hoc procedures revealed 
that all pairwise comparisons were statistically significant different.  Grade 11 Black girls 
were assigned an average of 0.26 more days to an in-school suspension than were Grade 
11 White girls and an average of 0.50 more days than Grade 11 Hispanic girls.  Grade 11 
Hispanic girls were assigned to an in-school suspension an average of 0.24 less days than 
were Grade 11 White girls.  Presented in Table 3.3 are the descriptive statistics for this 
analysis. 
With respect to the 2017-2018 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 12907) = 32.19, p < .001, partial n2 = .005, below 
small effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 
11 girls were assigned to an in-school suspension. Scheffe` post hoc procedures revealed 




were assigned an average of 0.22 more days to an in-school suspension than were Grade 
11 White girls and an average of 0.53 more days than Grade 11 Hispanic girls.  Grade 11 
Hispanic girls were assigned to an in-school suspension an average of 0.31 less days than 
were Grade 11 White girls.  Table 3.3 contains the descriptive statistics for this analysis.   
Results for Grade 9 Girls and Out-of-School Suspension  
Concerning the 2015-2016 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 13372) = 77.08, p < .001, partial n2 = .011, small 
effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 9 
girls were assigned to an out-of-school suspension.  Scheffe` post hoc procedures 
revealed that all pairwise comparisons were statistically significant different.  Grade 9 
Black girls were assigned an average of 1.19 more days to an out-of-school suspension 
than were Grade 9 White girls and an average of 0.61 more days than Grade 9 Hispanic 
girls.  Grade 9 Hispanic girls were assigned to an out-of-school suspension an average of 
0.58 more days than were Grade 9 White girls.  Revealed in Table 3.4 are the descriptive 
statistics for this analysis. 
----------------------------------------------- 
Insert Table 3.4 about here 
----------------------------------------------- 
Regarding the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 12981) = 114.94, p < .001, partial n2 = .017, small 
effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 9 
girls were assigned to an out-of-school suspension. Scheffe` post hoc procedures revealed 




were assigned an average of 1.28 more days to an out-of-school suspension than were 
Grade 9 White girls and an average of 0.89 more days than Grade 9 Hispanic girls.  
Grade 9 Hispanic girls were assigned to an out-of-school suspension an average of 0.39 
more days than were Grade 9 White girls.  Table 3.4 contains the descriptive statistics for 
this analysis. 
Concerning the 2017-2018 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 12781) = 83.48, p < .001, partial n2 = .013, small 
effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 9 
girls were assigned to an out-of-school suspension. Scheffe` post hoc procedures revealed 
that comparisons between all pairwise comparisons were statistically significant different.  
Grade 9 Black girls were assigned an average of 1.04 more days to an out-of-school 
suspension than were Grade 9 White girls and an average of 0.71 more days than Grade 9 
Hispanic girls.  Grade 9 Hispanic girls were assigned to an out-of-school suspension an 
average of 0.33 more days than were Grade 9 White girls.  Delineated in Table 3.4 are the 
descriptive statistics for this analysis. 
Results for Grade 10 Girls and Out-of-School Suspension  
With respect to the 2015-2016 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 8889) = 83.09, p < .001, partial n2 = .018, small 
effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 10 
girls were assigned to an out-of-school suspension. Scheffe` post hoc procedures revealed 
that all pairwise comparisons were statistically significant different.  Grade 10 Black girls 
were assigned an average of 0.92 more days to an out-of-school suspension than were 




Grade 10 Hispanic girls were assigned to an out-of-school suspension an average of 0.18 
more days than were Grade 10 White girls.  Presented in Table 3.5 are the descriptive 
statistics for this analysis. 
----------------------------------------------- 
Insert Table 3.5 about here 
----------------------------------------------- 
Regarding the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 8270) = 52.25, p < .001, partial n2 = .012, small 
effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 10 
girls were assigned to an out-of-school suspension. Scheffe` post hoc procedures revealed 
that all pairwise comparisons were statistically significant different.  Grade 10 Black girls 
were assigned an average of 0.70 more days to an out-of-school suspension than were 
Grade 10 White girls and an average of 0.56 more days than Grade 10 Hispanic girls.  
Grade 10 Hispanic girls were assigned to an out-of-school suspension an average of 0.14 
more days than were Grade 10 White girls.  Delineated in Table 3.5 are the descriptive 
statistics for this analysis. 
Concerning the 2017-2018 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 8482) = 72.17, p < .001, partial n2 = .017, small 
effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 10 
girls were assigned to an out-of-school suspension. Scheffe` post hoc procedures revealed 
that all pairwise comparisons were statistically significant different.  Grade 10 Black girls 
were assigned an average of 0.74 more days to an out-of-school suspension than were 




Grade 10 Hispanic girls were assigned to an out-of-school suspension an average of 0.11 
more days than were Grade 10 White girls.  Revealed in Table 3.5 are the descriptive 
statistics for this analysis.   
Results for Grade 11 Girls and Out-of-School Suspension  
Regarding the 2015-2016 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 5620) = 72.46, p < .001, partial n2 = .025, large 
effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 11 
girls were assigned to an out-of-school suspension. Scheffe` post hoc procedures revealed 
that all pairwise comparisons were statistically significant different.  Grade 11 Black girls 
were assigned an average of 0.81 more days to an out-of-school suspension than were 
Grade 11 White girls and an average of 0.72 more days than Grade 11 Hispanic girls.  
Grade 11 Hispanic girls were assigned to an out-of-school suspension an average of 0.09 
more days than were Grade 11 White girls.  Table 3. 6 contains the descriptive statistics 
for this analysis. 
----------------------------------------------- 
Insert Table 3.6 about here 
----------------------------------------------- 
With respect to the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 5416) = 54.89, p < .001, partial n2 = .02, small 
effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 11 
girls were assigned to an out-of-school suspension. Scheffe` post hoc procedures revealed 
that all pairwise comparisons were statistically significant different.  Grade 11 Black girls 




Grade 11 White girls and an average of 0.62 more days than Grade 11 Hispanic girls.  
Grade 11 Hispanic girls were assigned to an out-of-school suspension an average of 0.01 
less days than were Grade 11 White girls.  Presented in Table 3.6 are the descriptive 
statistics for this analysis. 
Concerning the 2017-2018 school year, the parametric ANOVA yielded a 
statistically significant difference, F(2, 5263) = 38.82, p < .001, partial n2 = .015, small 
effect size (Cohen, 1988), in the number of days Black, Hispanic, and White Grade 11 
girls were assigned to an out-of-school suspension. The effect size for this finding was 
small (Cohen, 1988).  Scheffe` post hoc procedures revealed that comparisons between 
all three ethnic/racial group pairwise comparisons were statistically significantly 
different.  Grade 11 Black girls were assigned an average of 0.49 more days to an out-of-
school suspension than were Grade 11 White girls and an average of 0.51 more days than 
Grade 11 Hispanic girls.  Grade 11 Hispanic girls were assigned to an out-of-school 
suspension an average of 0.02 less days than were Grade 11 White girls.  Delineated in 
Table 3.6 are the descriptive statistics for this analysis.  
Discussion 
In this investigation, the extent to which inequalities were present in the number 
of days assigned to an in-school suspension and an out-of-school suspension based on the 
ethnicity/race of Grade 9, 10, and 11 girls during the 2015-2016, 2016-2017, and 2017-
2018 school years was addressed. Inferential statistical procedures were used to answer 
the research questions.  Results are reviewed by grade level.  Over the three school years 
in this study, the ethnicity/race of Grade 9 girls was statistically significantly related to a 




Black girls were assigned the highest number of days to an in-school suspension, 
followed by White girls, with the exception of the 2017-2018 school year, where Grade 9 
White girls were assigned slightly more days to an-in-school suspension than Grade 9 
Hispanic girls.   
Concerning the three school years, the ethnicity/race of Grade 10 girls was 
statistically significantly related to the number of days they were assigned to an in-school 
suspension.  In the analyses for the three school years, Grade 10 Black girls were 
assigned to the highest number of days followed by White girls, and then by Hispanic 
girls.  Similar to Grade 9, Black girls had the highest average number of days assigned to 
an in-school suspension.  Grade 10 White girls had the next highest average number of 
days assigned to an in-school-suspension followed by Grade 10 Hispanic girls with the 
lowest number of days assigned.   
In regard to all three school years the ethnicity/race of Grade 11 girls was 
statistically significantly related to the number of days they were assigned to an in-school 
suspension.  For all analyses, Grade 11 Black girls were assigned to the highest number 
of days, followed by White girls, and then by Hispanic girls.  With respect to all three 
school years, the ethnicity/race of Grade 9 girls was statistically significantly related to 
the number of days they were assigned to an out-of-school suspension.  Grade 9 Black 
girls were assigned to the highest number of days of out-of-school suspensions, followed 
by Hispanic girls, and then by White girls.   
Concerning all three school years, the ethnicity/race of Grade 10 girls was 
statistically significantly related to the number of days assigned to an out-of-school 




Hispanic girls, with the exception of the 2016-2017 school year, and then by White girls.  
With respect to the three school years, the ethnicity/race Grade 11 girls was statistically 
significantly related to the number of days they were assigned to an out-of-school 
suspension.  Concerning all analyses, Black girls were assigned the highest number of 
days, followed by White girls, with the exception of the 2015-2016 school year, and then 
by Hispanic girls. 
Connections with Existing Literature 
Established in this multiyear, statewide investigation, were the differences in the 
number of days assigned to an in-school suspension and out-of-school suspension for 
Grade 9, 10, and 11 girls by their ethnicity/race.  These differences are congruent with 
documented research in the existing literature.  Several researchers (e.g., Barnes et al. 
2017, White & Slate, 2018, White 2019, and Miller & Slate, 2019) have conducted 
research investigations in which they have identified the presence of inequities in 
exclusionary disciplinary consequence assignments by student ethnicity/race in the State 
of Texas.  Conclusions from their investigations of ethnic/racial inequalities in the 
assignment of exclusionary discipline consequences were consistent with the studies at 
the national level.  Only two articles by White and Slate (2018) and by Miller and Slate 
(2019) were identified in which inequalities in the number of days assigned to an 
exclusionary discipline consequence were addressed at the high school level.  In both 





Implications for Policy and for Practice 
As supported in this investigation, several implications for policy and for practice 
can be formulated.  In regard to policy, laws should be examined and possibly altered to 
limit the amount of exclusionary discipline consequences school administrators can 
assign to students in an academic school year.  The training and certification of future 
educators should be modified to focus on strategies designed to identify and reduce 
conflict which can ultimately lead to the assignment of disciplinary consequences.    
Secondly, current district and campus administrators need to employ programs intended 
to alter behavior outside the realm of disciplinary assignments, primarily exclusionary 
discipline consequences.  Educational leaders need to implement professional 
development programs for staff and teachers that instill the skills necessary to build 
relationships with students which address cultural awareness and social and emotional 
learning development.   
Concerning implications for practice, campus and district leaders need to examine 
trends in disciplinary assignments and share this information to staff members to assist 
them in determining what specific circumstances and resulting behaviors lead to 
discipline consequences.  By identifying which groups of students receive an unequal 
amount of discipline consequences, campus and district leaders can provide social and 
emotional learning tools and positive behavior interventions and supports on their 
campuses to help keep students in the classroom.  Secondly, campus and district leaders 
need to meet regularly with parents and guardians to build teams and create cooperative 
strategies to ensure all children are successful behaviorally and academically at home and 




behavioral modification strategies at home and on the campus need to be explored and 
used to determine if consistent use of researched behavioral strategies improve social 
emotional development and proper behavior.  Lastly, district and campus leaders should 
also cooperate and coordinate with local college and university researchers and 
practitioners to study and implement trends and programs that help reduce discipline 
infractions and build stronger bonds with the community.    
Recommendations for Future Research 
In this multiyear, statewide study, the relationship between student ethnicity/race 
and the number of days assigned to in-school suspension and out-of-school suspension 
for girls in Grades 9, 10, and 11 was examined.  As such, a number of recommendations 
for future research can be made.  First, an investigation is warranted to ascertain whether 
inequities in the number of days assigned to exclusionary discipline consequences also 
exists for Texas high school boys based on their ethnicity/race.  Performing such a study 
would reveal the extent to which results presented in this study on girls would be 
generalizable to high school boys.  Second, another recommendation is for researchers to 
extend this research to Texas high school girls based on their economic status.  Third, 
researchers should expand this study into the elementary and middle school levels to 
determine if inequities as a function of ethnicity/race for girls apply at those levels as 
well.  Fourth, researchers should apply the methods of this study to determine if 
inequalities exist with the more severe exclusionary discipline consequences such as 
Disciplinary Alternative Education Program placements and Juvenile Justice Alternative 
Education Program placements.  Finally, research beyond Texas needs to be performed to 




consequences as a function of ethnicity/race and economic status also occur in other 
states.   
Conclusion 
The purpose of this study was to determine the degree to which inequities existed 
in the number of days assigned to an exclusionary discipline consequence for Texas high 
school girls as a function of their ethnicity/race.  Three years of archival data were 
acquired from the Texas Education Agency Public Education Information Management 
System for statewide data on all Grade 9, 10, and 11 Black, Hispanic, and White girls for 
the 2015-2016, 2016-2017, and 2017-2018 school years.  In all three grades across all 
three school years, Black girls were assigned to the highest number of days in an in-
school suspension, followed by White girls, with the exception of the Grade 9 for the 
2015-2016 and 2016-2017 school years, and then by Hispanic girls.  For all three grade 
levels across the three school years Black girls were assigned the most days of out-of-
school suspensions, followed by Hispanic girls, with the exception of Grade 10 for the 
2016-2017 school year, and Grade 11 for the 2016-2017 and 2017-2018 school years, 
then White girls.  Findings of this study were congruent with findings of other 
researchers (Miller & Slate, 2019; White & Slate, 2018) in regard to the existence of 
inequities in the number of days students were assigned to exclusionary discipline 
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Descriptive Statistics for In-School Suspension Days Assigned to Grade 9 Black, 
Hispanic, and White Girls for 2015-2016 through 2017-2018 








2015-2016    
Black 6,668 4.65 5.69 
Hispanic 16,310 3.95 4.79 
White 4,874 3.93 4.55 
2016-2017    
Black 6,380 4.65 5.72 
Hispanic 15,640 3.88 4.69 
White 4,642 3.86 4.48 
2017-2018    
Black 5,765 4.36 5.51 
Hispanic 14,202 3.66 4.34 







Descriptive Statistics for In-School Suspension Days Assigned to Grade 10 Black, 
Hispanic, and White Girls for 2015-2016 through 2017-2018 








2015-2016    
Black 5,270 3.89 4.63 
Hispanic 11,577 3.20 3.73 
White 4,203 3.53 4.09 
2016-2017    
Black 4,769 3.85 4.61 
Hispanic 11,043 3.23 3.94 
White 3,796 3.34 3.76 
2017-2018    
Black 4,332 3.84 4.61 
Hispanic 10,426 3.06 3.46 







Descriptive Statistics for In-School Suspension Days Assigned to Grade 11 Black, 
Hispanic, and White Girls for 2015-2016 through 2017-2018 








2015-2016    
Black 3,811 3.35 4.06 
Hispanic 7,387 2.74 3.10 
White 3,066 3.03 3.48 
2016-2017    
Black 3,579 3.21 3.83 
Hispanic 7,413 2.71 3.08 
White 2,952 2.95 3.10 
2017-2018    
Black 3,151 3.20 3.78 
Hispanic 6,800 2.67 2.90 







Descriptive Statistics for Out-of-School Suspension Days Assigned to Grade 9 Black, 
Hispanic, and White Girls for 2015-2016 through 2017-2018 








2015-2016    
Black 4,575 4.21 4.03 
Hispanic 7,188 3.60 3.48 
White 1,612 3.02 2.47 
2016-2017    
Black 4,381 4.36 4.41 
Hispanic 6,975 3.47 3.11 
White 1,628 3.08 2.54 
2017-2018    
Black 4,194 4.16 3.80 
Hispanic 6,384 3.45 3.15 







Descriptive Statistics for Out-of-School Suspension Days Assigned to Grade 10 Black, 
Hispanic, and White Girls for 2015-2016 through 2017-2018 








2015-2016    
Black 3.364 3.67 3.19 
Hispanic 4,249 2.93 2.55 
White 1,279 2.75 2.57 
2016-2017    
Black 3,060 3.53 2.86 
Hispanic 4,041 2.47 2.46 
White 1,172 2.83 2.25 
2017-2018    
Black 3,063 3.56 2.87 
Hispanic 4,107 2.93 2.16 







Descriptive Statistics for Out-of-School Suspension Days Assigned to Grade 11 Black, 
Hispanic, and White Girls for 2015-2016 through 2017-2018 








2015-2016    
Black 2,327 3.36 2.84 
Hispanic 2,374 2.64 1.85 
White 878 2.55 1.60 
2016-2017    
Black 2,191 3.25 2.56 
Hispanic 2,368 2.63 1.83 
White 860 2.64 1.68 
2017-2018    
Black 2,066 3.15 2.33 
Hispanic 2,355 2.64 1.82 







INEQUITIES IN THE NUMBER OF DAYS ASSIGNED TO AN EXCLUSIONARY 
DISCIPLINE CONSEQUENCE AS A FUNCTION OF THE ECONOMIC STATUS OF 




































Examined in this study was the extent to which inequities existed in the number of days 
that Texas Grade 9, 10, and 11 students were assigned to an exclusionary discipline 
consequence (i.e. in-school suspension, out-of-school suspension) by their economic 
status for the 2015-2016, 2016-2017, and 2017-2018 school years.  Inferential statistical 
procedures revealed the presence of statistically significant disparities in all three school 
years and at all three grade levels.  At every grade level and school year, Black, Hispanic, 
and White boys who were Poor were assigned to more days in an in-school suspension 
and out-of-school suspensions than Black, Hispanic, and White boys who were Not Poor.  
Implications of these results for policy and for practice were provided, along with 
recommendations for future research. 
 
Keywords: In-school suspension, Out-of-school suspension, Economic status, Texas, 




INEQUITIES IN THE NUMBER OF DAYS ASSIGNED TO AN EXCLUSIONARY 
DISCIPLINE CONSEQUENCE AS A FUNCTION OF THE ECONOMIC STATUS OF 
TEXAS HIGH SCHOOL BOYS: A STATEWIDE, MULTIYEAR STUDY 
Research has been conducted on disproportionalities in the assignment of 
exclusionary discipline consequences by ethnicity/race for boys (e.g., Henkel, Slate, & 
Martinez-Garcia, 2016; Hilberth & Slate, 2014; Jones, Slate, & Martinez-Garcia, 2014, 
Khan & Slate, 2016, Lopez & Slate, 2020, Miller & Slate, 2019, White & Slate, 2018) as 
well as for girls (e.g., Annamma et al., 2016; Barnes, Slate, Moore, & Martinez-Garcia, 
2017; Blake, Keith, Luo, Le, & & Salter, 2017; Morris & Perry, 2017; Slate, Gray, & 
Jones, 2016).  Research investigations have also been conducted on discipline 
consequence inequalities pertaining to economic status (e.g., Cholewa, Hull, Babcock, & 
Smith, 2018; Eckford, Slate, Martinez-Garcia, & Lunenburg, 2018; Khan & Slate, 2016; 
Sullivan, Klingbeil, & Van Norman, 2013; White, 2019).  The importance of research 
studies being conducted about exclusionary discipline consequences related to student 
economic status is crucial as poverty levels increase in public education in the United 
States (United States Department of Education, 2019). 
According to the United States Department of Education (2019), enrollment for 
Grade 9 through Grade 12 students in public schools increased 12%, a total of 
approximately15.1 million students, from 2000 to 2007.  This total has remained constant 
up to the fall of 2016.  The number of all children below the age of 18 living in poverty 
was at 16% in 2000 and increased to 18% in 2016 (United States Department of 
Education, 2019).  The federal government uses poverty thresholds to measure if a family 




number of children under age 18 in a family unit and are the same for all 50 states.  If a 
family’s annual before-tax income is less than the threshold for their family size and type, 
all individuals in the family are considered poor (United States Census Bureau, 2019).   
In the State of Texas, the number of all students enrolled in public school for the 
2018-2019 school year was 5,431,910 students.  The number of students enrolled who 
were economically disadvantaged by the previously discussed criteria was 3,289,468 
students (Texas Education Agency, 2019b).  The overall enrollment percentage of 
students who were economically disadvantaged increased by 22.5% between 2008-2009 
and 2018-2019, while in the same time frame the overall enrollment percentage of all 
students in Texas increased 14.4%.  The enrollment of students identified as 
economically disadvantaged increased from 56.6% in the 2008-2009 school year to 
60.6% in the 2018-2019 school year.  For the 2018-2019 school year 76.3% of Hispanic 
students were economically disadvantaged, 74% of Black students were economically 
disadvantaged, and 30.7% of White students were economically disadvantaged (Texas 
Education Agency, 2019b).    
Cholewa et al. (2018) examined data from the National Center for Education 
Statistics from 11,860 public high school students who participated in the High School 
Longitudinal Study (HSLS:09;2009), of 2012.  The purpose of the study was to analyze 
student predictors for in-school suspensions and examine the relationship between in-
school suspensions and academic outcomes.  In this study, students who were either 
Black, male, received free and reduced priced meals, or had an Individualized Education 
Plan, were assigned to more in-school suspensions than students who were female, 




Individualized Education Plan.  Cholewa et al. (2018) determined that students who were 
assigned to an in-school suspension had a predicted probability rating of 5.44% of 
dropping out of school compared to 1.22% for students who did not receive an in-school 
suspension.  Also documented in this study was that students who had been assigned to 
an in-school suspension had lower GPAs than students who had not been assigned to an 
in-school suspension.  This discovery on the effects of exclusionary discipline 
consequences was also evident in a study conducted in Texas. 
Examining the effects of exclusionary discipline consequences on state 
assessments, Hilberth (2010) conducted a statewide analysis on middle school students 
for the 2008-2009 school year.  Hilberth (2010) established that Black, Hispanic, and 
White students in Grade 6, 7, and 8 who were assigned any form of exclusionary 
discipline consequence had statistically significantly lower scores on the state reading 
and mathematics assessment than students who were not assigned an exclusionary 
discipline consequence.  Furthermore, Black, Hispanic, and White students in Grades 6, 
7, and 8 who received more than 10 assignments to an exclusionary discipline 
consequence had statistically significantly lower scores on both the reading and 
mathematics assessments than their counterparts who were assigned between one to 10 
assignments to an exclusionary discipline consequence.  In the next study, researchers 
focused on the State of Texas and the exclusionary discipline assignment of Juvenile 
Justice Alternative Educational Program placement. 
In another Texas statewide investigation, Eckford et al. (2018) analyzed discipline 
data for Grade 6, 7, and 8 Black, Hispanic, and White boys for the 2012-2013 through the 




in poverty were two to five times more likely to receive a Juvenile Justice Alternative 
Program placement than White boys who were not in poverty.  Black boys who were in 
poverty were also assigned to a Juvenile Justice Alternative Program placement two to 
five times more than Black boys who were not in poverty.  Hispanic boys who were in 
poverty were assigned to a Juvenile Justice Alternative Program placement two to seven 
times more than Hispanic boys who were not in poverty.  Readers should note that for all 
three ethnic/racial groups in this study poverty was a relevant factor in this exclusionary 
discipline consequence.   
Khan and Slate (2016) also examined the disparity of exclusionary discipline 
assignments assigned to students who were economically disadvantaged by examining 
data on Grade 6 students in Texas for the 2011-2012 school year.  The sample for the 
study consisted of 341,411 students.  Of this total, 46,560 were Black students, 179,639 
were Hispanic students, and 115,213 were White students.  For in-school suspensions, 
30% of Black students were assigned an in-school suspension, over 18% of Hispanic 
students were assigned and in-school suspension, and 13% of White students were 
assigned an in-school suspension.  Over 33% of Black students who were economically 
disadvantaged were assigned an in-school suspension compared to less than 20% for 
Black students who were not economically disadvantaged.  Over 20% of Hispanic 
students who were economically disadvantaged were assigned to an in-school suspension 
compared to 12% who were not economically disadvantaged, and over 23% of White 
students who were economically disadvantaged were assigned to an in-school suspension 
compared to less than 9% who were not economically disadvantaged (Khan & Slate, 




When analyzing out-of-school suspensions, over 18% of Black students were 
assigned an out-of-school suspension, 8% of Hispanic students were assigned an out-of-
school suspension, and over 3% of White students were assigned and out-of-school 
suspension (Khan & Slate, 2016).  Over 21% of Black students who were economically 
disadvantaged were assigned an out-of-school suspension compared to less than 10% 
who were not economically disadvantaged.  Exactly 9% of Hispanic students who were 
economically disadvantaged were assigned to an out-of-school suspension compared to 
over 4% who were not economically disadvantaged, whereas over 6% of White students 
who were economically disadvantaged were assigned an out-of-school suspension 
compared to less than 2% who were not economically disadvantaged (Khan & Slate, 
2016).   
In examining Disciplinary Alternative Education Program placements, less than 
3% of Black students were assigned a Disciplinary Alternative Education Program 
placement, less than 2% of Hispanic Grade 6 students were assigned the same 
consequence, while less than 1% of White students were assigned the same assignment.  
Precisely 4% of Black students who were economically disadvantaged were assigned a 
Disciplinary Alternative Program placement compared to less than 2% who were not 
economically disadvantaged (Khan & Slate, 2016).  Over 2% of Hispanic students who 
were economically disadvantaged were assigned the same punishment compared to less 
than 1% who were not economically disadvantaged.  Over 2% of White students who 
were economically disadvantaged were assigned a Disciplinary Alternative Education 





With respect to the relationship between student attributes and school 
characteristics, Sullivan et al. (2013) investigated the relationship between student 
variables (e.g., ethnicity/race, economic status, and gender) with school level variables 
(e.g., teacher ethnicity/race, teacher education level, total number of teachers per school).  
Sullivan et al. (2013) analyzed archival data for the 2009-2010 school year for an urban 
school district in Wisconsin consisting of 39 schools and 17,837 students.  Sullivan et al. 
(2013) determined that including the economic variable of free and reduced lunch with 
student ethnicity/ race, the odds of Hispanic students not getting suspended increased.  
For Black students, however, the results were the opposite in that Black student odds of 
suspension increased considerably.  Overall, Black students, students with disabilities, 
boys, and students from lower economic statuses were overrepresented for receiving a 
suspension.  The researchers in these previous studies examined data as it pertained to 
disproportionality in assignments to exclusionary discipline consequences.  Research has 
also been conducted regarding the presence of inequities in the number of days assigned 
to an exclusionary discipline consequence as well. 
To establish the degree to which disparities existed in the number of days Grade 
6, 7, and 8 students in Texas were assigned to an in-school suspension and to an out-of-
school suspension based on their economic status, White and Slate (2017) conducted a 
research study on discipline data pertaining to middle school students in Texas for the 
2015-2016 school year.  Students in Grade 6 who were economically disadvantaged were 
assigned to an average of 1.05 days more of in-school suspension than Grade 6 students 
who were not economically disadvantaged.  Grade 7 students who were economically 




than Grade 7 students who were not economically disadvantaged.  Grade 8 students who 
were economically disadvantaged were assigned to approximately one day more of in-
school suspension than Grade 8 students who were not economically disadvantaged.  For 
out-of-school suspension days the patterns were similar.  Grade 6 students who were 
economically disadvantaged were assigned approximately one-half day more of out-of-
school suspension than Grade 6 students who were not economically disadvantaged.  
Grade 7 students who were economically disadvantaged were assigned over half a day 
more of out-of-school suspension than Grade 7 students who were not economically 
disadvantaged.  For Grade 8 students, students who were economically disadvantaged 
were assigned to slightly almost one-half day more than Grade 8 students who were not 
economically disadvantaged (White & Slate, 2017). 
For each grade level, Grade 6 students who were economically disadvantaged 
were assigned 75% of all in-school suspensions, Grade 7 students who were 
economically disadvantaged were assigned 74% of all in-school suspensions, while 
Grade 8 students who were economically disadvantaged were assigned 71% of all in-
school suspensions.  For out-of-school suspensions, Grade 6 students who were 
economically disadvantaged were assigned 81% of all out-of-school suspensions, Grade 
7 students who were economically disadvantaged were assigned 79% of all out-of-school 
suspensions, and Grade 8 students were assigned 76% of all out-of-school suspensions 
(White & Slate, 2017).  For all grade levels in the study, students who were economically 
disadvantaged were assigned to an inequitable amount of time in both in-school 





In a more recent study, Harkrider and Slate (2020) investigated disparities in in-
school suspensions in Texas for Grades 6, 7, and 8 boys based on their economic status 
for the 2015-2016 school year.  For each grade level in the study, boys who were 
economically disadvantaged were assigned to over a day more of in-school suspension 
than did their counterparts who was not economically disadvantaged.  The number of 
assignments to in-school suspension for Grade 6, 7, and 8 boys who were economically 
disadvantaged was over twice as many for Grade 6, 7, and 8 boys who were not 
economically disadvantaged.  
The extent to which inequities exist in the numbers of days assigned to 
exclusionary discipline consequences by student economic status is an important area to 
determine.  Students who are assigned to several exclusionary discipline consequences 
are at much greater risk of dropping out of school, have increased chances of 
incarceration, and have less earning potential (Jordan & Anil, 2009; Neild, Balfanz, & 
Herzog, 2007; Viadero, 2006).  Students who are economically disadvantaged, Black, 
and Hispanic, are disproportionately given exclusionary discipline consequences (Ryan & 
Goodram, 2013; Skiba, Michael, Nardo, & Peterson, 2002; Sullivan, Klingbeil, & Van 
Norman, 2013).  Exclusionary discipline consequences widen achievement and 
opportunity gaps, resulting in increased dropout rates, increased failure rates, and future 
difficulties with the legal system for students who are economically disadvantaged 
(Gregory, Skiba, & Noguera, 2010; Skiba et al., 2011).  Increased days out of the 
instructional setting due to assignments to exclusionary discipline also negatively affect 
scores on state assessments and increase chances for students to be retained in the same 




Statement of the Problem 
The effect of exclusionary discipline consequences on students based on their 
ethnicity/race has been extensively documented (e.g., Barnes & Slate, 2016; Barnes et al., 
2017; Coleman & Slate, 2016; Eckford & Slate, 2016; Miller & Slate, 2019; Skiba et al., 
2011; White & Slate, 2018).  Researchers (e.g., Barnes et al., 2017; Khan & Slate, 2016; 
Lopez & Slate, 2016; Sullivan et al., 2013) have established that students in poverty are 
assigned a disproportionate amount of exclusionary discipline consequences.  A dearth of 
information is present on the inequities of number of days exclusionary discipline 
consequences are assigned as a result of economic status at the high school level.   
With the exception of one researcher (White, 2019), no information was located 
in the extant literature regarding the relationship between student economic status and the 
number of days they were assigned to an exclusionary discipline consequence.  White 
(2019) conducted his research study at the middle school level.  Researchers (Khan & 
Slate, 2016; White, 2019) have established that students in poverty are assigned to an 
exclusionary discipline consequence at statistically significantly higher rate than students 
not in poverty.  Students who are economically disadvantaged and assigned exclusionary 
discipline assignments experience increased achievement and opportunity gaps, are 
subject to increased dropout rates, increased failure rates, and have improved chances of 
problems with the criminal justice system (Gregory, Skiba, & Noguera, 2010; Skiba et 
al., 2011).  Analyzing the number of days assigned to an exclusionary discipline 
consequence is also needed as increased assignments to an exclusionary discipline 
consequence leads to decreased scores on achievement tests and loss of instruction time 




research at the high school level is needed to determine the degree to which inequities 
might also exist in the time spent in an exclusionary discipline consequence.  With these 
data, educators were more aware of where inequities exist and employ more impartial 
behavior management techniques for all students. 
Purpose of the Study 
The purpose of this study was to determine the degree in which the number of 
days that Texas Grade 9, 10, and 11 boys assigned an exclusionary discipline 
consequence (i.e., in-school suspension, out-of-school suspension) differed by their 
economic status (i.e., Poor, Not Poor) for the following three school years (i.e., 2015-
2016, 2016-2017, 2017-2018).  A second purpose was to determine the extent to which 
patterns were present between student economic status and the number of days that are 
assigned to an exclusionary discipline consequence.  By performing these analyses, the 
extent to which inequities were present in days assigned to an exclusionary discipline 
consequence based on the economic status of Texas high school students was determined. 
Significance of the Study 
The information from this research investigation can be used by educational 
leaders and practitioners, to change school policies at the district and campus levels to 
reduce or eliminate the disparity in the use of exclusionary discipline as a behavior 
modification tool for Grade 9, 10, and 11 boys by their economic status in Texas high 
schools.  Researchers can use these findings to modify curriculum used to train current 
and future educators to prepare them in dealing with students in the fields of cultural 
awareness, child development, and behavior modification techniques.  With use of the 




eliminating or creating laws which aid in reducing or eliminating the use of exclusionary 
discipline consequences that are statistically significantly higher for students of color or 
from low economic backgrounds.   
Research Questions 
The following research questions were addressed in this study: (a) For Grade 9 
boys who were assigned to an exclusionary discipline consequence (i.e., in-school 
suspension, out-of-school suspension), what is the effect of their economic status (i.e., 
Poor, Not Poor) on the number of days they were assigned each of these consequences?; 
(b) For Grade 10 boys who were assigned to an exclusionary discipline consequence, 
what is the effect of their economic status on the number of days they were assigned each 
of these consequences?; (c) For Grade 11 boys who were assigned to an exclusionary 
discipline consequence, what is the effect of their economic status on the number of days 
they were assigned each of these consequences?; (d) For Grade 9 boys, what trend is 
present in the relationship between their economic status and number of days they were 
assigned to any of the two exclusionary discipline consequences?; (e) For Grade 10 boys, 
what trend is present in the relationship between their economic status and number of 
days they were assigned to any of the two exclusionary discipline consequences?; and (f) 
For Grade 11 boys, what trend is present in the relationship between their economic 
status and number of days they were assigned to any of the two exclusionary discipline 
consequences?  These six research questions were answered separately for Black, 
Hispanic, and White boys.  Moreover, the first three research questions were examined 
for the 2015-2016, 2016-2017, and 2017-2018 school years whereas the last three 






A causal comparative research design was applied in this investigation.  
Examined in a causal comparative method is the “relationship between one or more 
categorical independent variables and one or more quantitative dependent variables” 
(Johnson & Christensen, 2020, p. 43).  Statewide archival data that were earlier obtained 
from the Texas Education Agency Public Education Information Management System 
were examined.  Consequently, the independent and dependent variables had already 
occurred and could not be manipulated.  Due to these factors, the research design in this 
study was a causal comparative research design (Johnson & Christensen, 2020).  The data 
included Grade 9, Grade 10, and Grade 11 boys by their economic status (i.e., Poor, Not 
Poor), assignment to any of the two exclusionary discipline consequences, and the 
number of days for each assigned exclusionary discipline consequence. Hence, the 
independent variable of economic status consisted of two groups: (a) Poor, and (b) Not 
Poor.  For each school year (i.e., 2015-2016, 2016-2017, and 2017-2018), the dependent 
variables were the number of days assigned to an in-school suspension and to an out-of-
school suspension.   
Participants and Instrumentation 
Participants in this study were Black, Hispanic, and White high school boys in 
Texas who were assigned an exclusionary discipline assignment of in-school suspension 
or out-of-school suspension in the 2015-2016, 2016-2017, and 2017-2018 school years.  
The Texas Education Code contains all laws and rules passed by the Texas State 




part by state tax funds unless specifically excluded by this code (Texas Education 
Agency, 2019c).  Chapter 37 of Texas Education Code relates to school discipline.  
Texas Education Code §37.001 (2019) pertains to the conditions of and outlines 
the circumstances for using in-school and out-of-school suspensions.  In-school 
suspension information is explained in Texas Education Code §37.002.  A teacher, in 
order to maintain a safe and secure classroom environment, may remove a student from 
their assigned classroom and the campus behavior coordinator can assign the student an 
in-school-suspension.  Out-of-school suspension information is explained in Texas 
Education Code §37.005.  The out-of-school suspension is a discipline consequence that 
removes a student from the school campus.  Each out-of-school suspension may be no 
longer than three consecutive days.  Public-school districts in Texas must submit data to 
the Public Education Information Management System as it pertains to exclusionary 
discipline techniques such as in-school and out-of-school suspensions.  The Public 
Education Information Management System encompasses all data requested and received 
by the Texas Education Agency about public education, including student demographic 
and academic performance, personnel, financial, and organizational information (Texas 
Education Agency, 2019d).   
Results 
In this study, the extent to which the number of days assigned to an exclusionary 
discipline consequence related to the economic status of boys was examined.  Data were 
analyzed for Texas Grade 9, 10, and 11 White, Hispanic, and Black boys who had been 
assigned to an in-school suspension or to an out-of-school suspension in the 2015-2016, 




in-school suspension and out-of-school suspension at each grade level and for each 
school year.  Prior to conducting inferential statistical procedures to answer the research 
questions, checks for normality of data and for homogeneity of variance were conducted.  
Although some of the underlying assumptions of a parametric Analysis of Variance 
(ANOVA) were not met, Field (2018) contends that it is sufficiently robust to withstand 
violations of its underlying assumptions.  Starting with Grade 9, results by in-school 
suspension for Black, Hispanic, and White boys, by economic status are listed beginning 
with the 2015-2016 school year and through the end of the 2017-2018 school year.  
Results are then repeated for Grade 10 and Grade 11 boys.  Following in-school 
suspension, the same procedure is used with out-of-school suspension. 
Results for In-School Suspension and Black Boys 
With respect to the 2015-2016 school year, the parametric ANOVA yielded a 
statistically significant difference, F(1, 9435) = 57.22, p < .001, partial n2 = .006, below 
small effect size (Cohen, 1988), in the number of days Grade 9 Black boys who were 
Poor and Not Poor were assigned to an in-school suspension.  Grade 9 Black boys who 
were Poor were assigned 1.25 days more to an in-school suspension than Grade 9 Black 
boys who were Not Poor.  Table 4.1 contains the descriptive statistics for this analysis.   
----------------------------------------------- 
Insert Table 4.1 about here 
----------------------------------------------- 
Concerning the 2016-2017 school year, the parametric ANOVA revealed the 
presence of a statistically significant difference, F(1, 9379) = 82.89, p < .001, partial n2 = 




who were Poor and Not Poor were assigned to an in-school suspension.  Grade 9 Black 
boys who were Poor were assigned an average of 1.31 days more to an in-school 
suspension than were Grade 9 Black boys who were Not Poor.  Delineated in Table 4.2 
are descriptive statistics for this analysis.   
----------------------------------------------- 
Insert Table 4.2 about here 
----------------------------------------------- 
In regard to the 2017-2018 school year, the parametric ANOVA yielded a 
statistically significant difference, F(1, 8372) = 66.06, p < .001, partial n2 = .008, below 
small effect size (Cohen, 1988), in the number of days Grade 9 Black boys who were 
Poor and Not Poor were assigned to an in-school suspension.  As revealed in Table 4.1, 
Grade 9 Black boys who were Poor were assigned an average of 1.49 days more to an in-
school suspension than were Grade 9 Black boys who were Not Poor. Table 4.3 contains 
the descriptive statistics for this analysis.  
 ----------------------------------------------- 
Insert Table 4.3 about here 
----------------------------------------------- 
Regarding the 2015-2016 school year, a statistically significant difference, F(1, 
7043) = 20.25, p < .001, partial n2 = .003, below small effect size (Cohen, 1988), was 
revealed in the number of days Grade 10 Black boys who were Poor and Not Poor were 
assigned to an in-school suspension. Grade 10 Black boys who were Poor were assigned 
0.64 days more to an in-school suspension than Grade 10 Black boys who were Not Poor.  





Insert Table 4.4 about here 
----------------------------------------------- 
Concerning the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(1, 6856) = 32.46, p < .001, partial n2 = .005, below 
small effect size (Cohen, 1988), in the number of days Grade 10 Black boys who were 
Poor and Not Poor were assigned to an in-school suspension.  As revealed in Table 4.2, 
Grade 10 Black boys who were Poor were assigned an average of 0.84 days more to an 
in-school suspension than were Grade 10 Black boys who were Not Poor.  Delineated in 
Table 4.5 are the descriptive statistics for this analysis. 
----------------------------------------------- 
Insert Table 4.5 about here 
----------------------------------------------- 
With respect to the 2017-2018 school year, the parametric ANOVA revealed the 
presence of a statistically significant difference, F(1, 6260) = 25.27, p < .001, partial n2 = 
.004, below small effect size (Cohen, 1988), in the number of days Grade 10 Black boys 
who were Poor and Not Poor were assigned to an in-school suspension.  Grade 10 Black 
boys who were Poor were assigned an average of 0.80 days more to an in-school 
suspension than were Grade 10 Black boys who were Not Poor.  Table 4.6 contains the 
descriptive statistics for this analysis.   
----------------------------------------------- 





With respect to the 2015-2016 school year, the parametric ANOVA yielded a 
statistically significant difference, F(1, 5002) = 20.25, p < .001, partial n2 = .003, below 
small effect size (Cohen, 1988), in the number of days Grade 11 Black boys who were 
Poor and Not Poor were assigned to an in-school suspension. Grade 11 Black boys who 
were Poor were assigned 0.51 days more to an in-school suspension than Grade 11 Black 
boys who were Not Poor.  Delineated in Table 4.7 are the descriptive statistics for this 
analysis.   
----------------------------------------------- 
Insert Table 4.7 about here 
----------------------------------------------- 
Regarding the 2016-2017 school year, the parametric ANOVA revealed the 
presence of a statistically significant difference, F(1, 5090) = 32.46, p = .004, partial n2 = 
.005, below small effect size (Cohen, 1988), in the number of days Grade 11 Black boys 
who were Poor and Not Poor were assigned to an in-school suspension.  As revealed in 
Table 4.3, Grade 11 Black boys who were Poor were assigned an average of 0.42 days 
more to an in-school suspension than were Grade 11 Black boys who were Not Poor.  
Table 4.8 contains the descriptive statistics for this analysis.   
----------------------------------------------- 
Insert Table 4.8 about here 
----------------------------------------------- 
Concerning to the 2017-2018 school year, the parametric ANOVA yielded a 
statistically significant difference, F(1, 4714) = 17.65, p < .001, partial n2 = .004, below 




Poor and Not Poor were assigned to an in-school suspension.  Grade 11 Black boys who 
were Poor were assigned an average of 0.70 days more to an in-school suspension than 
were Grade 11 Black boys who were Not Poor.  Table 4.9 contains the descriptive 
statistics for this analysis.   
----------------------------------------------- 
Insert Table 4.9 about here 
----------------------------------------------- 
Results for In-School Suspension and Hispanic Boys 
With respect to the 2015-2016 school year, the parametric ANOVA revealed the 
presence of a statistically significant difference, F(1, 22002) = 46.42, p < .001, partial n2 
= .002, below small effect size (Cohen, 1988), in the number of days Grade 9 Hispanic 
boys who were Poor and Not Poor were assigned to an in-school suspension.  Grade 9 
Hispanic boys who were Poor were assigned 0.62 days more to an in-school suspension 
than Grade 9 Hispanic boys who were Not Poor.  Table 4.1 contains the descriptive 
statistics for this analysis.   
Concerning the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(1, 22429) = 61.24, p < .001, partial n2 = .003, below 
small effect size (Cohen, 1988), in the number of days Grade 9 Hispanic boys who were 
Poor and Not Poor were assigned to an in-school suspension. Grade 9 Hispanic boys who 
were Poor were assigned an average of 0.71 days more to an in-school suspension than 
were Grade 9 Hispanic boys who were Not Poor.  Delineated in Table 4.9 are descriptive 





Regarding the 2017-2018 school year, the parametric ANOVA revealed the 
presence of a statistically significant difference, F(1, 20859) = 64.16, p < .001, partial n2 
= .003, below small effect size (Cohen, 1988), in the number of days Grade 9 Hispanic 
boys who were Poor and Not Poor were assigned to an in-school suspension. Grade 9 
Hispanic boys who were Poor were assigned an average of 0.72 days more to an in-
school suspension than were Grade 9 Hispanic boys who were Not Poor.  Presented in 
Table 4.9 are descriptive statistics for this analysis.   
With respect to the 2015-2016 school year, the parametric ANOVA yielded a 
statistically significant difference, F(1, 15979) = 24.58, p < .001, partial n2 = .002, below 
small effect size (Cohen, 1988), in the number of days Grade 10 Hispanic boys who were 
Poor and Not Poor were assigned to an in-school suspension.  Grade 10 Hispanic boys 
who were Poor were assigned 0.44 days more to an in-school suspension than Grade 10 
Hispanic boys who were Not Poor.  Table 4.4 contains the descriptive statistics for this 
analysis.   
Concerning the 2016-2017 school year, a statistically significant difference, F(1, 
15949) = 39.62, p < .001, partial n2 = .002, below small effect size (Cohen, 1988), was 
revealed in the number of days Grade 10 Hispanic boys who were Poor and Not Poor 
were assigned to an in-school suspension. Grade 10 Hispanic boys who were Poor were 
assigned an average of 0.55 days more to an in-school suspension than were Grade 10 
Hispanic boys who were Not Poor.  Revealed in Table 4.5 are descriptive statistics for 
this analysis.   
Regarding the 2017-2018 school year, the parametric ANOVA revealed the 




.001, below small effect size (Cohen, 1988), in the number of days Grade 10 Hispanic 
boys who were Poor and Not Poor were assigned to an in-school suspension.  As 
delineated in Table 4.2, Grade 10 Hispanic boys who were Poor were assigned an 
average of 0.27 days more to an in-school suspension than were Grade 10 Hispanic boys 
who were Not Poor.  Table 4.6 contains the descriptive statistics for this analysis.   
With respect to the 2015-2016 school year, the parametric ANOVA did not yield 
a statistically significant difference, F(1, 11327) = 2.01, p = .16, in the number of days 
Grade 11 Hispanic boys who were Poor and Not Poor were assigned to an in-school 
suspension.  Grade 11 Hispanic boys who were Poor were assigned a similar number of 
days to an in-school suspension as Grade 11 Hispanic boys who were Not Poor.  
Presented in Table 4.7 are the descriptive statistics for this analysis.   
Concerning the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(1, 11509) = 6.74, p = .01, partial n2 = .001, below 
small effect size (Cohen, 1988), in the number of days Grade 11 Hispanic boys who were 
Poor and Not Poor were assigned to an in-school suspension. As presented in Table 4.3, 
Grade 11 Hispanic boys who were Poor were assigned an average of 0.23 days more to 
an in-school suspension than were Grade 11 Hispanic boys who were Not Poor.  
Revealed in Table 4.8 are the descriptive statistics for this analysis.   
Regarding the 2017-2018 school year, a statistically significant difference, F(1, 
11037) = 8.43, p = .004, partial n2 = .001, below small effect size (Cohen, 1988), was 
revealed in the number of days Grade 11 Hispanic boys who were Poor and Not Poor 
were assigned to an in-school suspension.  Grade 11 Hispanic boys who were Poor were 




Hispanic boys who were Not Poor.  Revealed in Table 4.9 are descriptive statistics for 
this analysis.   
Results for In-School Suspensions and White Boys  
With respect to the 2015-2016 school year, the parametric ANOVA yielded a 
statistically significant difference, F(1, 9944) = 79.73, p < .001, partial n2 = .008, below 
small effect size (Cohen, 1988), in the number of days Grade 9 White boys who were 
Poor and Not Poor were assigned to an in-school suspension.  As delineated in Table 4.1, 
Grade 9 White boys who were Poor were assigned 0.93 days more to an in-school 
suspension than Grade 9 White boys who were Not Poor.   
Concerning the 2016-2017 school year, the parametric ANOVA revealed the 
presence of a statistically significant difference, F(1, 9786) = 145.74, p < .001, partial n2 
= .015, small effect size (Cohen, 1988), in the number of days Grade 9 White boys who 
were Poor and Not Poor were assigned to an in-school suspension.  Grade 9 White boys 
who were Poor were assigned an average of 1.16 days more to an in-school suspension 
than were Grade 9 White boys who were Not Poor.  Presented in Table 4.2 are 
descriptive statistics for this analysis.   
Regarding the 2017-2018 school year, the parametric ANOVA yielded a 
statistically significant difference, F(1, 11348) = 113.48, p < .001, partial n2 = .012, small 
effect size (Cohen, 1988), in the number of days Grade 9 White boys who were Poor and 
Not Poor were assigned to an in-school suspension. As revealed in Table 4.3, Grade 9 
White boys who were Poor were assigned an average of 1.04 days more to an in-school 




Concerning the 2015-2016 school year, a statistically significant difference, F(1, 
8616) = 68.90, p < .001, partial n2 = .008, below small effect size (Cohen, 1988), was 
revealed in the number of days Grade 10 White boys who were Poor and Not Poor were 
assigned to an in-school suspension.  Grade 10 White boys who were Poor were assigned 
0.86 days more to an in-school suspension than Grade 10 White boys who were Not 
Poor.  Presented in Table 4.4 are the descriptive statistics for this analysis.   
With respect to the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(1, 8170) = 57.10, p < .001, partial n2 = .007, below 
small effect size (Cohen, 1988), in the number of days Grade 10 White boys who were 
Poor and Not Poor were assigned to an in-school suspension.  As revealed in Table 4.5, 
Grade 10 White boys who were Poor were assigned an average of 0.75 days more to an 
in-school suspension than were Grade 10 White boys who were Not Poor.   
Regarding the 2017-2018 school year, the parametric ANOVA revealed the 
presence of a statistically significant difference, F(1, 8497) = 85.06, p < .001, partial n2 = 
.01, small effect size (Cohen, 1988), in the number of days Grade 10 White boys who 
were Poor and Not Poor were assigned to an in-school suspension.  Grade 10 White boys 
who were Poor were assigned an average of 0.86 days more to an in-school suspension 
than were Grade 10 White boys who were Not Poor.  Delineated in Table 4.6 are 
descriptive statistics for this analysis.   
With respect to the 2015-2016 school year, a statistically significant difference, 
F(1, 6940) = 18.82, p < .001, partial n2 = .003, below small effect size (Cohen, 1988), 
was revealed in the number of days Grade 11 White boys who were Poor and Not Poor 




boys who were Poor were assigned 0.44 days more to an in-school suspension than Grade 
11 White boys who were Not Poor.   
Concerning the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(1, 6846) = 22.02, p < .001, partial n2 = .003, below 
small effect size (Cohen, 1988), in the number of days Grade 11 White boys who were 
Poor and Not Poor were assigned to an in-school suspension.  Grade 11 White boys who 
were Poor were assigned an average of 0.46 days more to an in-school suspension than 
were Grade 11 White boys who were Not Poor.  Presented in Table 4.8 are descriptive 
statistics for this analysis.   
With respect to the 2017-2018 school year, the parametric ANOVA revealed the 
presence of a statistically significant difference, F(1, 6909) = 21.08, p < .001, partial n2 = 
.003, below small effect size (Cohen, 1988), in the number of days Grade 11 White boys 
who were Poor and Not Poor were assigned to an in-school suspension. Grade 11 White 
boys who were Poor were assigned an average of 0.46 days more to an in-school 
suspension than were Grade 11 White boys who were Not Poor.  Revealed in Table 4.9 
are descriptive statistics for this analysis.   
Results for Out-of-School Suspension and Black Boys 
Regarding the 2015-2016 school year, the parametric ANOVA yielded a 
statistically significant difference, F(1, 6178) = 17.50, p < .001, partial n2 = .003, below 
small effect size (Cohen, 1988), in the number of days Grade 9 Black boys who were 
Poor and Not Poor were assigned to an out-of-school suspension.  As presented in Table 
4.10, Grade 9 Black boys who were Poor were assigned 0.65 days more to an out-of-





Insert Table 4.10 about here 
----------------------------------------------- 
Concerning the 2016-2017 school year, a statistically significant difference, F(1, 
5924) = 27.74, p < .001, partial n2 = .005, below small effect size (Cohen, 1988), was 
revealed in the number of days Grade 9 Black boys who were Poor and Not Poor were 
assigned to an out-of-school suspension.  Grade 9 Black boys who were Poor were 
assigned an average of 0.84 days more to an out-of-school suspension than were Grade 9 
Black boys who were Not Poor.  Delineated in Table 4.11 are descriptive statistics for 
this analysis.   
----------------------------------------------- 
Insert Table 4.11 about here 
----------------------------------------------- 
With respect to the 2017-2018 school year, the parametric ANOVA revealed the 
presence of a statistically significant difference, F(1, 5465) = 25.28, p < .001, partial n2 = 
.005, below small effect size (Cohen, 1988), in the number of days Grade 9 Black boys 
who were Poor and Not Poor were assigned to an out-of-school suspension.  Grade 9 
Black boys who were Poor were assigned an average of 0.81 days more to an out-of-
school suspension than were Grade 9 Black boys who were Not Poor.  Presented in Table 
4.12 are descriptive statistics for this analysis.   
----------------------------------------------- 





Regarding the 2015-2016 school year, the parametric ANOVA yielded a 
statistically significant difference, F(1, 4265) = 8.41, p =.004, partial n2 = .002, below 
small effect size (Cohen, 1988), in the number of days Grade 10 Black boys who were 
Poor and Not Poor were assigned to an out-of-school suspension.  As revealed in Table 
4.13, Grade 10 Black boys who were Poor were assigned 0.41 days more to an out-of-
school suspension than Grade 10 Black boys who were Not Poor.   
----------------------------------------------- 
Insert Table 4.13 about here 
----------------------------------------------- 
Concerning the 2016-2017 school year, the parametric ANOVA a statistically 
significant difference, F(1, 4139) = 18.94, p < .001, partial n2 = .005, below small effect 
size (Cohen, 1988), was revealed in the number of days Grade 10 Black boys who were 
Poor and Not Poor were assigned to an out-of-school suspension.  Grade 10 Black boys 
who were Poor were assigned an average of 0.58 days more to an out-of-school 
suspension than were Grade 10 Black boys who were Not Poor.  Delineated in Table 4.14 
are descriptive statistics for this analysis.   
----------------------------------------------- 
Insert Table 4.14 about here 
----------------------------------------------- 
With respect to the 2017-2018 school year, the parametric ANOVA did not yield 
a statistically significant difference at the conventional level, F(1, 3915) = 3.58, p = .059, 
partial n2 = .001, below small effect size (Cohen, 1988), in the number of days Grade 10 




Grade 10 Black boys who were Poor were assigned an average of 0.26 days more to an 
out-of-school suspension than were Grade 10 Black boys who were Not Poor.  Presented 
in Table 4.15 are descriptive statistics for this analysis.   
----------------------------------------------- 
Insert Table 4.15 about here 
----------------------------------------------- 
Regarding the 2015-2016 school year, the parametric ANOVA revealed the 
presence of a statistically significant difference, F(1, 2975) = 6.43, p = .01, partial n2 = 
.002, below small effect size (Cohen, 1988), in the number of days Grade 11 Black boys 
who were Poor and Not Poor were assigned to an out-of-school suspension.  Grade 11 
Black boys who were Poor were assigned 0.37 days more to an out-of-school suspension 
than Grade 11 Black boys who were Not Poor.  Delineated in Table 4.16 are the 
descriptive statistics for this analysis.   
----------------------------------------------- 
Insert Table 4.16 about here 
----------------------------------------------- 
With respect to the 2016-2017 school year, the parametric ANOVA did not yield 
a statistically significant difference at the conventional level, F(1, 2851) = 3.45, p = .063, 
partial n2 = .001, below small effect size (Cohen, 1988), in the number of days Grade 11 
Black boys who were Poor and Not Poor were assigned to an out-of-school suspension.  
As presented in Table 4.17, Grade 11 Black boys who were Poor were assigned an 
average of 0.26 days more to an out-of-school suspension than were Grade 11 Black boys 





Insert Table 4.17 about here 
----------------------------------------------- 
Concerning the 2017-2018 school year, the parametric ANOVA revealed the 
presence of a statistically significant difference, F(1, 2771) = 9.77, p = .002, partial n2 = 
.004, below small effect size (Cohen, 1988), in the number of days Grade 11 Black boys 
who were Poor and Not Poor were assigned to an out-of-school suspension.  Grade 11 
Black boys who were Poor were assigned an average of 0.41 days more to an out-of-
school suspension than were Grade 11 Black boys who were Not Poor.  Revealed in 
Table 4.18 are descriptive statistics for this analysis.   
----------------------------------------------- 
Insert Table 4.18 about here 
----------------------------------------------- 
Results for Out-of-School Suspension and Hispanic Boys  
Regarding the 2015-2016 school year, a statistically significant difference, F(1, 
10991) = 25.85, p < .001, partial n2 = .002, below small effect size (Cohen, 1988), was 
revealed in the number of days Grade 9 Hispanic boys who were Poor and Not Poor were 
assigned to an out-of-school suspension.  Contained in Table 4.10 Grade 9 Hispanic boys 
who were Poor were assigned 0.49 days more to an out-of-school suspension than Grade 
9 Hispanic boys who were Not Poor.   
Concerning the 2016-2017 school year, the parametric ANOVA revealed the 
presence of a statistically significant difference, F(1, 11351) = 61.24, p = .008, partial n2 




boys who were Poor and Not Poor were assigned to an out-of-school suspension.  Grade 
9 Hispanic boys who were Poor were assigned an average of 0.24 days more to an out-of-
school suspension than were Grade 9 Hispanic boys who were Not Poor.  Delineated in 
Table 4.11 are descriptive statistics for this analysis.   
With respect to the 2017-2018 school year, the parametric ANOVA yielded a 
statistically significant difference, F(1, 20859) = 64.16, p = .022, partial n2 = .001, below 
small effect size (Cohen, 1988), in the number of days Grade 9 Hispanic boys who were 
Poor and Not Poor were assigned to an out-of-school suspension.  Grade 9 Hispanic boys 
who were Poor were assigned an average of 0.20 days more to an out-of-school 
suspension than were Grade 9 Hispanic boys who were Not Poor.  Presented in Table 
4.12 are descriptive statistics for this analysis.   
Regarding the 2015-2016 school year, a statistically significant difference, F(1, 
7048) = 10.55, p = .001, partial n2 = .001, below small effect size (Cohen, 1988), was 
revealed in the number of days Grade 10 Hispanic boys who were Poor and Not Poor 
were assigned to an out-of-school suspension.  As presented in Table 4.13, Grade 10 
Hispanic boys who were Poor were assigned 0.29 days more to an out-of-school 
suspension than Grade 10 Hispanic boys who were Not Poor.   
Concerning the 2016-2017 school year, the parametric ANOVA revealed the 
presence of a statistically significant difference, F(1, 6934) = 39.62, p = .002, partial n2 = 
.001, below small effect size (Cohen, 1988), in the number of days Grade 10 Hispanic 
boys who were Poor and Not Poor were assigned to an out-of-school suspension.  Grade 




of-school suspension than were Grade 10 Hispanic boys who were Not Poor.  Revealed 
in Table 4.14 are descriptive statistics for this analysis.   
With respect to the 2017-2018 school year, a statistically significant difference, 
F(1, 6995) = 12.78, p < .001, partial n2 = .002, below small effect size (Cohen, 1988), 
was revealed in the number of days Grade 10 Hispanic boys who were Poor and Not Poor 
were assigned to an out-of-school suspension.  Grade 10 Hispanic boys who were Poor 
were assigned an average of 0.29 days more to an out-of-school suspension than were 
Grade 10 Hispanic boys who were Not Poor.  Delineated in Table 4.15 are descriptive 
statistics for this analysis.   
Regarding the 2015-2016 school year, the parametric ANOVA revealed the 
presence of a statistically significant difference, F(1, 4392) = 4.49, p = .034, partial n2 = 
.001, below small effect size (Cohen, 1988), in the number of days Grade 11 Hispanic 
boys who were Poor and Not Poor were assigned to an out-of-school suspension.  As 
revealed in Table 4.16, Grade 11 Hispanic boys who were Poor were assigned 0.18 days 
more to an out-of-school suspension than Grade 11 Hispanic boys who were Not Poor.     
With respect to the 2016-2017 school year, the parametric ANOVA did not yield 
a statistically significant difference, F(1, 4410) = 0.20, p = .65, in the number of days 
Grade 11 Hispanic boys who were Poor and Not Poor were assigned to an out-of-school 
suspension.  Grade 11 Hispanic boys who were Poor were assigned a similar number of 
days to an out-of-school suspension as Grade 11 Hispanic boys who were Not Poor.  
Presented in Table 4.17 are descriptive statistics for this analysis.   
Concerning to the 2017-2018 school year, the parametric ANOVA did not yield a 




Grade 11 Hispanic boys who were Poor were assigned a similar number of days to an 
out-of-school suspension than were Grade 11 Hispanic boys who were Not Poor.   
Results for Out-of-School Suspension and White Boys  
Regarding the 2015-2016 school year, the parametric ANOVA a statistically 
significant difference, F(1, 3902) = 40.13, p < .001, partial n2 = .01, small effect size 
(Cohen, 1988), was revealed in the number of days Grade 9 White boys who were Poor 
and Not Poor were assigned to an Out-of-school suspension.  Grade 9 White boys who 
were Poor were assigned 0.69 days more to an out-of-school suspension than Grade 9 
White boys who were Not Poor.  Table 4.10 contains the descriptive statistics for this 
analysis. 
Concerning the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(1, 3812) = 43.29, p < .001, partial n2 = .011, small 
effect size (Cohen, 1988), in the number of days Grade 9 White boys who were Poor and 
Not Poor were assigned to an out-of-school suspension.  Grade 9 White boys who were 
Poor were assigned an average of 0.71 days more to an out-of-school suspension than 
were Grade 9 White boys who were Not Poor.  Delineated in Table 4.11 are descriptive 
statistics for this analysis.   
With respect to the 2017-2018 school year, a statistically significant difference, 
F(1, 4056) = 38.63, p < .001, partial n2 = .009, below small effect size (Cohen, 1988), 
was revealed in the number of days Grade 9 White boys who were Poor and Not Poor 
were assigned to an out-of-school suspension.  Grade 9 White boys who were Poor were 




White boys who were Not Poor.  Presented in Table 4.12 are descriptive statistics for this 
analysis.   
Regarding the 2015-2016 school year, the parametric ANOVA revealed the 
presence of a statistically significant difference, F(1, 3058) = 8.90, p = .003, partial n2 = 
.003, below small effect size (Cohen, 1988), in the number of days Grade 10 White boys 
who were Poor and Not Poor were assigned to an out-of-school suspension.  Grade 10 
White boys who were Poor were assigned 0.31 days more to an out-of-school suspension 
than Grade 10 White boys who were Not Poor.  Presented in Table 4.13 are the 
descriptive statistics for this analysis.   
Concerning the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(1, 2866) = 57.10, p < .001, partial n2 = .011, below 
small effect size (Cohen, 1988), in the number of days Grade 10 White boys who were 
Poor and Not Poor were assigned to an out-of-school suspension.  As revealed in Table 
4.14, Grade 10 White boys who were Poor were assigned an average of 0.52 days more 
to an out-of-school suspension than were Grade 10 White boys who were Not Poor.   
With respect to the 2017-2018 school year, a statistically significant difference, 
F(1, 3073) = 9.92, p = .002, partial n2 = .003, below small effect size (Cohen, 1988), was 
revealed in the number of days Grade 10 White boys who were Poor and Not Poor were 
assigned to an out-of-school suspension.  Grade 10 White boys who were Poor were 
assigned an average of 0.29 days more to an out-of-school suspension than were Grade 
10 White boys who were Not Poor.  Delineated in Table 4.15 are descriptive statistics for 




Regarding the 2015-2016 school year, the parametric ANOVA revealed the 
presence of a statistically significant difference, F(1, 2204) = 9.50, p = .002, partial n2 = 
.004, below small effect size (Cohen, 1988), in the number of days Grade 11 White boys 
who were Poor and Not Poor were assigned to an out-of-school suspension.  Grade 11 
White boys who were Poor were assigned 0.28 days more to an out-of-school suspension 
than Grade 11 White boys who were Not Poor.  Presented in Table 4.16 are the 
descriptive statistics for this analysis.   
Concerning the 2016-2017 school year, the parametric ANOVA yielded a 
statistically significant difference, F(1, 2244) = 12.22, p < .001, partial n2 = .005, below 
small effect size (Cohen, 1988), in the number of days Grade 11 White boys who were 
Poor and Not Poor were assigned to an out-of-school suspension.  As delineated in Table 
4.17, Grade 11 White boys who were Poor were assigned an average of 0.34 days more 
to an out-of-school suspension than were Grade 11 White boys who were Not Poor.   
With respect to the 2017-2018 school year, a statistically significant difference, 
F(1, 2317) = 12.84, p < .001, partial n2 = .006, below small effect size (Cohen, 1988), 
was revealed in the number of days Grade 11 White boys who were Poor and Not Poor 
were assigned to an out-of-school suspension.  Grade 11 White boys who were Poor were 
assigned an average of 0.31 days more to an out-of-school suspension than were Grade 
11 White boys who were Not Poor.  Revealed in Table 4.18 are descriptive statistics for 






In this investigation, the degree to which inequities were present in the number of 
days assigned to an in-school suspension and an out-of-school suspension by the 
economic status of Grade 9, 10, and 11 Black, Hispanic, and White boys in the 2015-
2016, 2016-2017, and 2017-2018 school years was addressed.  Inferential statistical 
procedures were used to answer the research questions.  Results will be reviewed now by 
ethnicity/race and grade level.   
For the 2015-2016, 2016-2017, and 2017-2018 school years, the economic status 
of Grade 9 Black boys was statistically significantly related to a greater number of days 
they were assigned to an in-school suspension.  In all analyses, Grade 9 Black boys who 
were Poor were assigned a higher number of days to an in-school suspension than were 
Grade 9 Black boys who were Not Poor.  During the 2015-2016, 2016-2017, and the 
2017-2018 school years, Grade 9 Black boys who were Poor were assigned an average of 
5.87, 5.53, and 5.38 days to an in-school suspension whereas Grade 9 Black boys who 
were Not Poor were assigned an average of 4.62, 4.22, and 3.89 days to an in-school 
suspension.  As such, Grade 9 Black boys who were Poor were assigned over a day more 
of in-school suspension each year than Grade 9 Black boys who were Not Poor.   
Concerning the 2015-2016, 2016-2017, and 2017-2018 school years, the 
economic status of Grade 10 Black boys was statistically significantly related to a greater 
number of days they were assigned to an in-school suspension.  In all analyses, Grade 10 
Black boys who were Poor were assigned a higher number of days to an in-school 
suspension than were Grade 10 Black boys who were Not Poor.  During the 2015-2016, 




assigned an average of 4.80, 4.76, and 4.65 days of in-school suspension whereas Grade 
10 Black boys who were Not Poor were assigned an average of 4.16, 3.92, and 3.85 days 
of an in-school suspension.  Consequently, Grade 10 Black boys who were Poor were 
assigned over one-half day more of in-school suspension each year than Grade 10 Black 
boys who were Not Poor.   
With respect to all three school years, the economic status of Grade 11 Black boys 
was statistically significantly related to the number of days they were assigned to an in-
school suspension.  For all analyses, Grade 11 Black boys who were Poor were assigned 
a higher number of days to an in-school suspension than were Grade 11 Black boys who 
were Not Poor.  During the 2015-2016, 2016-2017, and the 2017-2018 school years, 
Grade 11 Black boys who were Poor were assigned an average of 4.31, 4.18, and 4.15 
days of in-school suspension whereas Grade 11 Black boys who were Not Poor were 
assigned an average of 3.80, 3.76, and 3.45 days of an in-school suspension.  
Accordingly, Grade 11 Black boys who were Poor were assigned on average over half 
day more of in-school suspension each year than Grade 11 Black boys who were Not 
Poor.   
With respect to the 2015-2016, 2016-2017, and 2017-2018 school years, the 
economic status of Grade 9 Hispanic boys was statistically significantly related to a 
greater number of days they were assigned to an in-school suspension.  In all analyses, 
Grade 9 Hispanic boys who were Poor were assigned a higher number of days to an in-
school suspension than were Grade 9 Hispanic boys who were Not Poor.  Spanning the 
2015-2016, 2016-2017, and the 2017-2018 school years, Grade 9 Hispanic boys who 




whereas Grade 9 Hispanic boys who were Not Poor were assigned an average of 4.24, 
4.13, and 3.96 days of an in-school suspension.  As such, Grade 9 Hispanic boys who 
were Poor were assigned over one-half day more of in-school suspension each year than 
Grade 9 Hispanic boys who were Not Poor.   
Regarding the 2015-2016, 2016-2017, and 2017-2018 school years, the economic 
status of Grade 10 Hispanic boys was statistically significantly related to a greater 
number of days they were assigned to an in-school suspension.  In all analyses, Grade 10 
Hispanic boys who were Poor were assigned a higher number of days to an in-school 
suspension than were Grade 10 Hispanic boys who were Not Poor.  During the 2015-
2016, 2016-2017, and the 2017-2018 school years, Grade 10 Hispanic boys who were 
Poor were assigned an average of 5.87, 5.53, and 5.38 days of in-school suspension 
whereas Grade 9 Black boys who were Not Poor were assigned an average of 4.62, 4.22, 
and 3.89 days of an in-school suspension.  Accordingly, Grade 10 Hispanic boys who 
were Poor were assigned almost half day more of in-school suspension each year than 
Grade 10 Hispanic boys who were Not Poor.   
In regard to all three school years, with the exception of the 2015-2016 school 
year, the economic status of Grade 11 Hispanic boys was statistically significantly related 
to the number of days they were assigned to an in-school suspension.  For all analyses, 
Grade 11 Hispanic boys who were Poor were assigned a higher number of days to an in-
school suspension than were Grade 11 Hispanic boys who were Not Poor.  During the 
2015-2016, 2016-2017, and the 2017-2018 school years, Grade 11 Hispanic boys who 
were Poor were assigned an average of 3.64, 3.73, and 3.54 days of in-school suspension 




3.50, and 3.29 days of an in-school suspension.  As such, Grade 11 Hispanic boys who 
were Poor were assigned on average almost one-half day more of in-school suspension 
each year than Grade 11 Hispanic boys who were Not Poor.   
With respect to the 2015-2016, 2016-2017, and 2017-2018 school years, the 
economic status of Grade 9 White boys was statistically significantly related to a greater 
number of days they were assigned to an in-school suspension.  In all analyses, Grade 9 
White boys who were Poor were assigned a higher number of days to an in-school 
suspension than were Grade 9 White boys who were Not Poor.  During the 2015-2016, 
2016-2017, and the 2017-2018 school years, Grade 9 White boys who were Poor were 
assigned an average of 5.15, 5.07, and 2.85 days of in-school suspension whereas Grade 
9 White boys who were Not Poor were assigned an average of 4.22, 3.91, and 2.28 days 
of an in-school suspension.  As such, Grade 9 White boys who were Poor were assigned 
on average over a day more of in-school suspension each year than Grade 9 White boys 
who were Not Poor.   
Concerning the 2015-2016, 2016-2017, and 2017-2018 school years, the 
economic status of Grade 10 White boys was statistically significantly related to a greater 
number of days they were assigned to an in-school suspension.  In all analyses, Grade 10 
White boys who were Poor were assigned a higher number of days to an in-school 
suspension than were Grade 10 White boys who were Not Poor.  During the 2015-2016, 
2016-2017, and the 2017-2018 school years, Grade 10 White boys who were Poor were 
assigned an average of 4.74, 4.59, and 4.53 days of in-school suspension whereas Grade 
10 White boys who were Not Poor were assigned an average of 3.88, 3.84, and 3.67 days 




over one-half day more of in-school suspension each year than Grade 10 White boys who 
were Not Poor.   
With respect to all three school years the economic status of Grade 11 White boys 
was statistically significantly related to the number of days they were assigned to an in-
school suspension.  For all analyses, Grade 11 White boys who were Poor were assigned 
a higher number of days to an in-school suspension than were Grade 11 White boys who 
were Not Poor.  During the 2015-2016, 2016-2017, and the 2017-2018 school years, 
Grade 11 White boys who were Poor were assigned an average of 4.04, 3.97, and 4.06 
days of in-school suspension whereas Grade 9 Black boys who were Not Poor were 
assigned 3.60, 3.51, and 3.60 days of an in-school suspension. Consequently, Grade 11 
White boys who were Poor were assigned on average almost one-half day more of in-
school suspension each year than Grade 11 White boys who were Not Poor.   
For the 2015-2016, 2016-2017, and 2017-2018 school years, the economic status 
of Grade 9 Black boys was statistically significantly related to a greater number of days 
they were assigned to an out-of-school suspension.  In all analyses, Grade 9 Black boys 
who were Poor were assigned a higher number of days to an out-of- than were Grade 9 
Black boys who were Not Poor.  During the 2015-2016, 2016-2017, and the 2017-2018 
school years, Grade 9 Black boys who were Poor were assigned an average of 4.96, 4.96, 
and 4.83 days of out-of-school suspension whereas Grade 9 Black boys who were Not 
Poor were assigned an average of 4.31, 4.12, and 4.02 days of an out-of-school 
suspension.  As such, Grade 9 Black boys who were Poor were assigned over one-half 
day more of out-of-school suspension each year than Grade 9 Black boys who were Not 




Concerning the 2015-2016, 2016-2017, and 2017-2018 school years, the 
economic status of Grade 10 Black boys was statistically significantly related to a greater 
number of days they were assigned to an out-of-school suspension.  In all analyses, Grade 
10 Black boys who were Poor were assigned a higher number of days to an out-of-school 
suspension than were Grade 10 Black boys who were Not Poor.  During the 2015-2016, 
2016-2017, and the 2017-2018 school years, Grade 10 Black boys who were Poor were 
assigned an average of 4.24, 4.19, and 4.04 days of out-of-school suspension whereas 
Grade 10 Black boys who were Not Poor were assigned an average of 3.83, 3.61, and 
3.78 days of an out-of-school suspension.  As such, Grade 10 Black boys who were Poor 
were assigned almost half day more of out-of-school suspension each year than Grade 10 
Black boys who were Not Poor.   
With the exception of the 2016-2017 school year, the economic status of Grade 11 
Black boys was statistically significantly related to the number of days they were 
assigned to an out-of-school suspension.  For all analyses, Grade 11 Black boys who 
were Poor were assigned a higher number of days to an out-of-school suspension than 
were Grade 11 Black boys who were Not Poor.  During the 2015-2016, 2016-2017, and 
the 2017-2018 school years, Grade 11 Black boys who were Poor were assigned an 
average of 3.92, 3.84, and 3.71 days of out-of-school suspension whereas Grade 11 Black 
boys who were Not Poor were assigned an average of 3.55, 3.58, and 3.30 days of an out-
of-school suspension.  Therefore, Grade 11 Black boys who were Poor were assigned on 
average almost one-half day more of out-of-school suspension each year than Grade 11 




With respect to the 2015-2016, 2016-2017, and 2017-2018 school years, the 
economic status of Grade 9 Hispanic boys was statistically significantly related to a 
greater number of days they were assigned to an out-of-school suspension.  In all 
analyses, Grade 9 Hispanic boys who were Poor were assigned a higher number of days 
to an out-of-school suspension than were Grade 9 Hispanic boys who were Not Poor.  
During the 2015-2016, 2016-2017, and the 2017-2018 school years, Grade 9 Hispanic 
boys who were Poor were assigned an average of 4.17, 4.00, and 3.86 days of out-of-
school suspension whereas Grade 9 Hispanic boys who were Not Poor were assigned an 
average of 3.68, 3.76, and 3.66 days of an out-of-school suspension.  As such, Grade 9 
Hispanic boys who were Poor were assigned almost one-half day more of out-of-school 
suspension each year than Grade 9 Hispanic boys who were Not Poor.   
Regarding the 2015-2016, 2016-2017, and 2017-2018 school years, the economic 
status of Grade 10 Hispanic boys was statistically significantly related to a greater 
number of days they were assigned to an out-of-school suspension.  In all analyses, Grade 
10 Hispanic boys who were Poor were assigned a higher number of days to an out-of-
school suspension than were Grade 10 Hispanic boys who were Not Poor.  During the 
2015-2016, 2016-2017, and the 2017-2018 school years, Grade 10 Hispanic boys who 
were Poor were assigned an average of 3.51, 3.42, and 3.38 days of out-of-school 
suspension whereas Grade 10 Hispanic boys who were Not Poor were assigned an 
average of 3.22, 3.16, and 3.09 days of an out-of-school suspension.  Accordingly, Grade 
10 Hispanic boys who were Poor were assigned almost one-half day more of out-of-




With the exception of the 2015-2016 school year, the economic status of Grade 11 
Hispanic boys was not statistically significantly related to the number of days they were 
assigned to an out-of-school suspension.  For all three school years Grade 11 Hispanic 
boys who were Poor were assigned a higher number of days to an out-of-school 
suspension than were Grade 11 Hispanic boys who were Not Poor.  During the 2015-
2016, 2016-2017, and the 2017-2018 school years, Grade 11 Hispanic boys who were 
Poor were assigned an average of 3.17, 3.04, and 3.00 days of out-of-school suspension 
whereas Grade 11 Hispanic boys who were Not Poor were assigned an average of 2.99, 
3.00, and 2.91 days of an out-of-school suspension.  As such, Grade 11 Hispanic boys 
who were Poor were assigned about a tenth of a day more of out-of-school suspension 
each year than Grade 11 Hispanic boys who were Not Poor.   
With respect to the 2015-2016, 2016-2017, and 2017-2018 school years, the 
economic status of Grade 9 White boys was statistically significantly related to a greater 
number of days they were assigned to an out-of-school suspension.  In all analyses, Grade 
9 White boys who were Poor were assigned a higher number of days to an out-of-school 
suspension than were Grade 9 White boys who were Not Poor.  During the 2015-2016, 
2016-2017, and the 2017-2018 school years, Grade 9 White boys who were Poor were 
assigned an average of 3.95, 3.84, and 3.76 days of out-of-school suspension whereas 
Grade 9 White boys who were Not Poor were assigned an average of 3.26, 3.13, and 3.17 
days of an out-of-school suspension.  Accordingly, Grade 9 White boys who were Poor 
were assigned on average almost one-half day more of out-of-school suspension each 




Concerning the 2015-2016, 2016-2017, and 2017-2018 school years, the 
economic status of Grade 10 White boys was statistically significantly related to a greater 
number of days they were assigned to an out-of-school suspension.  In all analyses, Grade 
10 White boys who were Poor were assigned a higher number of days to an out-of-school 
suspension than were Grade 10 White boys who were Not Poor.  During the 2015-2016, 
2016-2017, and the 2017-2018 school years, Grade 10 White boys who were Poor were 
assigned an average of 3.51, 3.42, and 3.29 days of out-of-school suspension whereas 
Grade 10 White boys who were Not Poor were assigned an average of 3.22, 2.90, and 
3.00 days of an out-of-school suspension.  Consequently, Grade 10 White boys who were 
Poor were assigned almost one-half day more of out-of-school suspension each year than 
Grade 10 White boys who were Not Poor.   
With respect to all three school years the economic status of Grade 11 White boys 
was statistically significantly related to the number of days they were assigned to an out-
of-school suspension.  For all analyses, Grade 11 White boys who were Poor were 
assigned a higher number of days to an out-of-school suspension than were Grade 11 
White boys who were Not Poor.  During the 2015-2016, 2016-2017, and the 2017-2018 
school years, Grade 9 White boys who were Poor were assigned an average of 3.08, 3.18, 
and 3.03 days of out-of-school suspension whereas Grade 11 White boys who were Not 
Poor were assigned an average of 2.80, 2.84, and 2.72 days of an out-of-school 
suspension.  As such, Grade 11 White boys who were Poor were assigned on average 
almost one-half day more of out-of-school suspension each year than Grade 11 White 





Connections with Existing Literature 
Confirmed in this multiyear, statewide investigation was the presence of 
inequities in the number of days assigned to an in-school suspension and to an out-of-
school suspension for Grade 9, 10, and 11 Black, Hispanic, and White boys by their 
economic status.  These differences are consistent with the empirical research literature.  
Several researchers (e.g., Eckford et al., 2018, Harkrider & Slate, 2020, Kahn & Slate 
2016, White & Slate, 2017; White, 2019) have conducted research investigations in 
which they have identified the existence of inequities in exclusionary disciplinary 
consequence assignments by student economic status in the State of Texas.  Conclusions 
from their investigations of economic status disparities in the assignment of exclusionary 
discipline consequences were consistent with the studies at the national level (e.g., 
Cholewa, 2018).   
Implications for Policy and for Practice 
As supported in this investigation, several implications for policy and for practice 
can be formulated.  In regard to policy, federal and state laws should be established to 
accommodate for behavioral expectations of students who live in poverty.  
Accommodations are made for students who are identified Special Education, Section 
504, or English Learners, as such, accommodations for students identified as living in 
poverty should be established as well.  Researchers (e.g., Eckford, 2017 and Kahn & 
Slate, 2016) have identified that students who are identified as Poor often have parents 
who lack the educational background or behavioral skills needed to pass along the social 
capital needed for their children to meet the behavioral requirements in the classroom or 




Cultural relevancy training should be required for educators to as well.  Colleges 
and universities who train future educators should put more emphasis on finding 
solutions to the problems that cause cultural disconnect which occurs between a 
predominantly White middle-class teaching force and a student body which is 
predominantly Black, Hispanic, and Poor.  These same colleges and universities can 
create partnerships with surrounding school districts and create professional development 
programs that address cultural relevancy and social emotional learning. 
One application for practice would be for school leaders to use funds to provide 
tutorials after school and on weekends.  These tutorial sessions can create a safe learning 
environment which provides all the necessary educational tools students need to succeed 
academically.  Snacks can be provided after school and breakfast and lunches can be 
provided on Saturdays.  While students are learning academically, programs designed to 
teach behavior modification techniques which allow for conflict resolution can also be 
provided for students. 
Secondly, workshops should be established so parents and guardians can work 
closely with school staff to build relationships, build cultural understanding, and create 
mutual solutions to meet the behavioral expectations all students are required to 
demonstrate in order to avoid disciplinary infractions and assignments to exclusionary 
discipline consequences.  Lastly, district leaders and school administrators need to 
examine the trends in discipline data for both the students who get in trouble and teachers 
who consistently refer students for discipline infractions.  By identifying these trends, 




students in the classroom, and that students are also provided the guidance they need to 
behave properly while on campus. 
Recommendations for Future Research 
Based upon the results of this multiyear analysis, several recommendations for 
future research can be presented.  First, researchers should extend this study further into 
the elementary and middle school levels to determine whether inequities as a function of 
economic status for boys and girls apply at those levels as well.  Second, an examination 
is necessary to determine whether inequities in the number of days assigned to in-school 
suspensions and out-of-school suspensions also occur for Texas high school girls based 
on their economic status.  Conducting such an investigation would expose the degree to 
which outcomes obtained in this investigation on boys would be evident to high school 
girls.  Third, researchers should conduct similar methods of this investigation to ascertain 
if inequalities occur with the more punitive exclusionary discipline consequences such as 
Disciplinary Alternative Education Program placements and Juvenile Justice Alternative 
Education Program placements.  Lastly, research beyond Texas needs to be performed to 
determine if the inequities documented herein in the assignment of exclusionary 
consequences as a function of economic status also transpire in other states.   
Conclusion 
The purpose of this investigation was to ascertain the degree to which inequities 
were present in the number of days assigned to an exclusionary discipline consequence 
for Texas high school boys as a function of their economic status.  Archival data for the 
2015-2016, 2016-2017, and 2017-2018 school years were acquired from the Texas 




on all Grade 9, 10, and 11 Black, Hispanic, and White boys.  For each grade level 
spanning all three years of the study, students who were Poor were assigned more days to 
an in-school and out-of-school suspension than students who were Not Poor.  With few 
exceptions, the differences were statistically significant.  The exceptions were 2015-2016 
Grade 9 Hispanic boys assigned to in-school suspensions, 2016-2017 Grade 11 Black 
boys assigned out-of-school suspensions, 2016-2017 Grade 11 Hispanic boys assigned 
out-of-school suspension, and 2017-2018 Grade 11 Hispanic boys, assigned to out-of-
school suspension.  Results of this investigation were consistent with conclusions of other 
researchers (e.g., Eckford et al. 2018, Harkrider & Slate, 2020, Kahn & Slate 2016, White 
& Slate, 2017; White, 2019) in regard to the existence of inequities in the number of days 
students were assigned to in-school suspension and out-of-school suspension at the high 
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Descriptive Statistics for In-School Suspension Days Assigned to Grade 9 Black, 
Hispanic, and White Boys for 2015-2016 
School Year, Ethnicity/Race, and 
Economic Status 
n  M% SD% 
2015-2016    
Black    
Not Poor 2,071 4.62 5.89 
Poor 7,366 5.87 6.90 
Hispanic    
Not Poor 4,635 4.24 5.08 
Poor 17,369 4.86 5.71 
White    
Not Poor 5,166 4.22 4.26 







Descriptive Statistics for In-School Suspension Days Assigned to Grade 9 Black, 
Hispanic, and White Boys for 2016-2017 
School Year, Ethnicity/Race, and 
Economic Status 
n  M% SD% 
2016-2017    
Black    
Not Poor 2,021 4.22 4.72 
Poor 7,360 5.53 6.02 
Hispanic    
Not Poor 4,600 4.13 4.54 
Poor 17,381 4.84 5.70 
White    
Not Poor 4,913 3.91 4.20 








Descriptive Statistics for In-School Suspension Days Assigned to Grade 9 Black, 
Hispanic, and White Boys for 2017-2018. 
School Year, Ethnicity/Race, and 
Economic Status 
n  M% SD% 
2017-2018    
Black    
Not Poor 1,654 3.89 4.35 
Poor 6,720 5.38 7.11 
Hispanic    
Not Poor 4,168 3.96 4.63 
Poor 16,693 4.68 5.40 
White    
Not Poor 4,906 2.28 4.18 








Descriptive Statistics for In-School Suspension Days Assigned to Grade 10 Black, 
Hispanic, and White Boys for 2015-2016 
School Year, Ethnicity/Race, and 
Economic Status 
n  M% SD% 
2015-2016    
Black    
Not Poor 1,881 4.16 5.01 
Poor 5,164 4.80 5.37 
Hispanic    
Not Poor 4,026 3.76 4.27 
Poor 11,955 4.20 4.94 
White    
Not Poor 4,938 3.88 4.26 








Descriptive Statistics for In-School Suspension Days Assigned to Grade 10 Black, 
Hispanic, and White Boys for 2016-2017 
School Year, Ethnicity/Race, and 
Economic Status 
n  M% SD% 
2016-2017    
Black    
Not Poor 1,729 3.92 4.45 
Poor 5,129 4.76 5.58 
Hispanic    
Not Poor 3,922 3.66 4.20 
Poor 12,029 4.21 4.93 
White    
Not Poor 4,688 3.84 4.09 








Descriptive Statistics for In-School Suspension Days Assigned to Grade 10 Black, 
Hispanic, and White Boys for 2017-2018 
School Year, Ethnicity/Race, and 
Economic Status 
n  M% SD% 
2017-2018    
Black    
Not Poor 1,443 3.85 4.87 
Poor 4,819 4.65 4.53 
Hispanic    
Not Poor 3,615 3.74 4.87 
Poor 11,751 4.01 4.53 
White    
Not Poor 4,777 3.67 3.92 








Descriptive Statistics for In-School Suspension Days Assigned to Grade 11 Black, 
Hispanic, and White Boys for 2015-2016 
School Year, Ethnicity/Race, and 
Economic Status 
n  M% SD% 
2015-2016    
Black    
Not Poor 1,545 3.80 4.29 
Poor 3,459 4.31 4.90 
Hispanic    
Not Poor 3,336 3.52 4.12 
Poor 7,993 3.64 4.42 
White    
Not Poor 4,441 3.60 4.03 








Descriptive Statistics for In-School Suspension Days Assigned to Grade 11 Black, 
Hispanic, and White Boys for 2016-2017 
School Year, Ethnicity/Race, and 
Economic Status 
n  M% SD% 
2016-2017    
Black    
Not Poor 1,471 3.76 4.61 
Poor 3,621 4.18 4.65 
Hispanic    
Not Poor 3,257 3.50 4.10 
Poor 8,254 3.73 4.55 
White    
Not Poor 4,380 3.51 3.69 








Descriptive Statistics for In-School Suspension Days Assigned to Grade 11 Black, 
Hispanic, and White Boys for 2017-2018 
School Year, Ethnicity/Race, and 
Economic Status 
n  M% SD% 
2017-2018    
Black    
Not Poor 1,282 3.45 3.88 
Poor 3,434 4.15 5.44 
Hispanic    
Not Poor 3,079 3.29 3.64 
Poor 7,960 3.54 4.19 
White    
Not Poor 4,267 3.60 3.69 








Descriptive Statistics for Out-of-School Suspension Days Assigned to Grade 9 Black, 
Hispanic, and White Boys for 2015-2016 
School Year, Ethnicity/Race, and 
Economic Status 
n  M% SD% 
2015-2016    
Black    
Not Poor 1,251 4.31 4.42 
Poor 4,929 4.96 5.05 
Hispanic    
Not Poor 2,157 3.68 3.38 
Poor 8,836 4.17 4.15 
White    
Not Poor 1,818 3.26 2.78 








Descriptive Statistics for Out-of-School Suspension Days Assigned to Grade 9 Black, 
Hispanic, and White Boys for 2016-2017 
School Year, Ethnicity/Race, and 
Economic Status 
n  M% SD% 
2016-2017    
Black    
Not Poor 1,191 4.12 4.10 
Poor 4,735 4.96 5.10 
Hispanic    
Not Poor 2,245 3.76 3.50 
Poor 9,108 4.00 3.91 
White    
Not Poor 1,727 3.13 2.57 
Poor 2,087 3.84 3.83 








Descriptive Statistics for Out-of-School Suspension Days Assigned to Grade 9 Black, 
Hispanic, and White Boys for 2017-2018 
School Year, Ethnicity/Race, and 
Economic Status 
n  M% SD% 
2017-2018    
Black    
Not Poor 983 4.02 3.71 
Poor 4,484 4.83 4.73 
Hispanic    
Not Poor 2,084 3.66 3.61 
Poor 8,727 3.86 3.55 
White    
Not Poor 1,875 3.17 2.64 








Descriptive Statistics for Out-of-School Suspension Days Assigned to Grade 10 Black, 
Hispanic, and White Boys for 2015-2016 
School Year, Ethnicity/Race, and 
Economic Status 
n  M% SD% 
2015-2016    
Black    
Not Poor 1,035 3.83 3.37 
Poor 3,242 4.24 4.09 
Hispanic    
Not Poor 1,655 3.22 2.90 
Poor 5,395 3.51 3.32 
White    
Not Poor 1,608 3.22 2.80 








Descriptive Statistics for Out-of-School Suspension Days Assigned to Grade 10 Black, 
Hispanic, and White Boys for 2016-2017 
School Year, Ethnicity/Race, and 
Economic Status 
n  M% SD% 
2016-2017    
Black    
Not Poor 971 3.61 3.17 
Poor 3,170 4.19 3.84 
Hispanic    
Not Poor 1,630 3.16 2.57 
Poor 5,306 3.42 3.08 
White    
Not Poor 1,536 2.90 2.27 








Descriptive Statistics for Out-of-School Suspension Days Assigned to Grade 10 Black, 
Hispanic, and White Boys for 2017-2018 
School Year, Ethnicity/Race, and 
Economic Status 
n  M% SD% 
2017-2018    
Black    
Not Poor 822 3.78 3.16 
Poor 3,095 4.04 3.59 
Hispanic    
Not Poor 1,527 3.09 2.40 
Poor 5,470 3.38 2.80 
White    
Not Poor 1,578 3.00 2.40 








Descriptive Statistics for Out-of-School Suspension Days Assigned to Grade 11 Black, 
Hispanic, and White Boys for 2015-2016 
School Year, Ethnicity/Race, and 
Economic Status 
n  M% SD% 
2015-2016    
Black    
Not Poor 817 3.55 3.11 
Poor 2,160 3.92 3.75 
Hispanic    
Not Poor 1,240 2.99 2.47 
Poor 3,154 3.17 2.70 
White    
Not Poor 1,324 2.80 2.41 








Descriptive Statistics for Out-of-School Suspension Days Assigned to Grade 11 Black, 
Hispanic, and White Boys for 2016-2017 
School Year, Ethnicity/Race, and 
Economic Status 
n  M% SD% 
2016-2017    
Black    
Not Poor 762 3.58 3.19 
Poor 2,091 3.84 3.44 
Hispanic    
Not Poor 1,167 3.00 2.92 
Poor 3,245 3.04 2.46 
White    
Not Poor 1,381 2.84 2.05 







Descriptive Statistics for Out-of-School Suspension Days Assigned to Grade 11 Black, 
Hispanic, and White Boys for 2017-2018 
School Year, Ethnicity/Race, and 
Economic Status 
n  M% SD% 
2017-2018    
Black    
Not Poor 702 3.30 2.52 
Poor 2,071 3.71 3.20 
Hispanic    
Not Poor 1,174 2.91 2.06 
Poor 3,295 3.00 2.32 
White    
Not Poor 1,368 2.72 1.79 








The purpose of this journal-ready dissertation was to determine the degree to 
which the number of days that Texas Grade 9, 10, and 11 students assigned an 
exclusionary discipline consequence differ by their ethnicity/race (i.e. Black, Hispanic, 
and White), and economic status (i.e. Poor, Not Poor).  In the first study, the extent to 
which differences existed in the number of days assigned to an exclusionary discipline 
consequence (i.e., in-school suspension, out-of-school suspension) based on the 
ethnicity/race of Grade 9, 10, and 11 boys was investigated.  In the second study, the 
extent to which differences existed in the number of days assigned to an exclusionary 
discipline consequence based on the ethnicity/race of Grade 9, 10, and 11 girls was 
investigated.  In the third study, the extent in which differences existed in the number of 
days Texas Grade 9, 10, and 11 boys are assigned an exclusionary discipline consequence 
based on their economic status was examined.  In this chapter, the results of the three 
articles are discussed and a summary of each of the three articles is provided.  
Implications for policy and practice are discussed along with recommendations for future 
research. 
Summary of Results for Study One 
In the first analysis, the effect of ethnicity/race on the number of days Grades 9, 
10, and 11 Black, Hispanic, and White boys were assigned to an in-school suspension 
and to an out-of-school suspension in the 2015-2016 through the 2017-2018 school years 
was addressed.  Three school years of archival data from the Texas Education Agency 




of ethnicity/race on the number of days Grades 9, 10, and 11 boys were assigned to an in-
school suspension and out-of-school suspension. 
Table 5.1 
Summary of In-School Suspension Days for Grade 9 Boys for 2015-2016 Through 2017-
2018 








2015-2016    
Grade 9 Black Yes Black 0.00 
Grade 9 Hispanic Yes Black 0.79 
Grade 9 White Yes Black 0.83 
2016-2017    
Grade 9 Black Yes Black 0.00 
Grade 9 Hispanic Yes Black 0.58 
Grade 9 White Yes Black 0.68 
2017-2018    
Grade 9 Black Yes Black 0.00 
Grade 9 Hispanic Yes Black 0.56 
Grade 9 White Yes Black 0.54 
 
With respect to the number of days assigned to an in-school suspension, 
statistically significant differences were revealed in all three school years for Grades 9, 
10, and 11 Black boys.  Grade 9 Black boys were assigned between 0.56 to 0.79 more 
days of in-school suspension than Grade 9 Hispanic boys, and were assigned between 
0.54 to 0.83 more days in-school suspension than Grade 9 White boys.  Grade 10 Black 
boys were assigned between 0.51 to 0.57 more days of in-school suspension than Grade 
10 Hispanic boys, and assigned between 0.33 to 0.35 more days in-school suspension 
than Grade 10 White boys.  Grade 11 Black boys were assigned between 0.48 to 0.57 




days of in-school suspension than Grade 11 White boys.  Revealed in Tables 5.1, 5.2, and 
5.3, are the descriptive statistics for this analysis. 
Table 5.2 
Summary of In-School Suspension Days Assigned to Grade 10 Boys for 2015-2016 
Through 2017-2018 








2015-2016    
Grade 10 Black Yes Black 0.00 
Grade 10 Hispanic Yes Black 0.79 
Grade 10 White Yes Black 0.83 
2016-2017    
Grade 10 Black Yes Black 0.00 
Grade 10 Hispanic Yes Black 0.58 
Grade 10 White Yes Black 0.68 
2017-2018    
Grade 10 Black Yes Black 0.00 
Grade 10 Hispanic Yes Black 0.56 
Grade 10 White Yes Black 0.54 
 
 
In regard to the number of days assigned to an in-school suspension, statistically 
significant differences were revealed in all three school years for Grades 9, 10, and 11 
Hispanic boys.  Grade 9 Hispanic boys were assigned between 0.56 to 0.79 days less of 
in-school suspension than Grade 9 Black boys, and were assigned between 0.02 to 0.04 
more days in-school suspension than Grade 9 White boys with the exception of the 2017-
2018 school year where Grade 9 Hispanic boys were assigned 0.02 days less than Grade 
9 White boys.  Grade 10 Hispanic boys were assigned between 0.51 to 0.57 days less of 
in-school suspension than Grade 10 Black boys, and between 0.18 to 0.22 days less of in-
school suspension than Grade 10 White boys.  Grade 11 Hispanic boys were assigned 




0.11 to 0.22 days less of in-school suspension than Grade 11 White boys.  Delineated in 
Tables 5.1, 5.2, and 5.3 are the descriptive statistics for these analyses. 
Table 5.3 
Summary of In-School Suspension Days Assigned to Grade 11 Boys for 2015-2016 
Through 2017-2018 








2015-2016    
Grade 11 Black Yes Black 0.00 
Grade 11 Hispanic Yes Black 0.79 
Grade 11 White Yes Black 0.83 
2016-2017    
Grade 11 Black Yes Black 0.00 
Grade 11 Hispanic Yes Black 0.58 
Grade 11 White Yes Black 0.68 
2017-2018    
Grade 11 Black Yes Black 0.00 
Grade 11 Hispanic Yes Black 0.56 
Grade 11 White Yes Black 0.56 
 
With respect to the number of days assigned to an out-of-school suspension, 
statistically significant differences were established in all three school years for Grades 9, 
10, and 11 Black boys.  Grade 9 Black boys were assigned between 0.59 to 0.73 more 
days of out-of-school suspension than Grade 9 Hispanic boys, and were assigned between 
1.23 to 1.34 more days out-of-school suspension than Grade 9 White boys.  Grade 10 
Black boys were assigned between 0.59 to 0.62 more days of out-of-school suspension 
than Grade 10 Hispanic boys, and were assigned between 0.85 to 0.94 more days to out-
of-school suspension than Grade 10 White boys.  Grade 11 Black boys were assigned 




boys, and were assigned 0.78 to 0.90 more days of out-of-school suspension than Grade 
11 White boys.  Revealed in Table 5.4 are the descriptive statistics for these analyses. 
Table 5.4 
Summary of Out-of-School Suspension Days Assigned to Grade 9 Boys for 2015-2016 
Through 2017-2018 








2015-2016    
Grade 9 Black Yes Black 0.00 
Grade 9 Hispanic Yes Black 0.59 
Grade 9 White Yes Black 1.23 
2016-2017    
Grade 9 Black Yes Black 0.00 
Grade 9 Hispanic Yes Black 0.71 
Grade 9 White Yes Black 1.34 
2017-2018    
Grade 9 Black Yes Black 0.00 
Grade 9 Hispanic Yes Black 0.73 
Grade 9 White Yes Black 1.23 
 
Concerning the number of days assigned to an out-of-school suspension, 
statistically significant differences were revealed in all three school years for Grades 9, 
10, and 11 Hispanic boys.  Grade 9 Hispanic boys were assigned between 0.59 to 0.73 
days less of out-of-school suspension than Grade 9 Black boys, and were assigned 
between 0.50 to 0.64 more days out-of-school suspension than Grade 9 White boys.  
Grade 10 Hispanic boys were assigned between 0.59 to 0.62 days less of out-of-school 
suspension than Grade 10 Black boys, and were assigned between 0.26 to 0.32 more days 






Summary of Out-of-School Suspension Days Assigned to Grade 10 Boys for 2015-2016 
Through 2017-2018 








2015-2016    
Grade 10 Black Yes Black 0.00 
Grade 10 Hispanic Yes Black 0.61 
Grade 10 White Yes Black 0.87 
2016-2017    
Grade 10 Black Yes Black 0.00 
Grade 10 Hispanic Yes Black 0.62 
Grade 10 White Yes Black 0.94 
2017-2018    
Grade 10 Black Yes Black 0.00 
Grade 10 Hispanic Yes Black 0.59 
Grade 10 White Yes Black 0.85 
 
Grade 11 Hispanic boys were assigned between 0.58 to 0.69 days less of out-of-
school suspension than Grade 11 Black boys, and 0.12 to 0.25 more days of out-of-school 
suspension than Grade 11 White boys.  Delineated in Tables 5.4, 5.5, and 5.6 are the 






Summary of Out-of-School Suspension Days Assigned to Grade 11 Boys for 2015-2016 
Through 2017-2018 








2015-2016    
Grade 11 Black Yes Black 0.00 
Grade 11 Hispanic Yes Black 0.65 
Grade 11 White Yes Black 0.90 
2016-2017    
Grade 11 Black Yes Black 0.00 
Grade 11 Hispanic Yes Black 0.69 
Grade 11 White Yes Black 0.81 
2017-2018    
Grade 11 Black Yes Black 0.00 
Grade 11 Hispanic Yes Black 0.58 
Grade 11 White Yes Black 0.78 
 
Summary of Results for Study Two 
In the second investigation, the effect of ethnicity/race on the number of days 
Grades 9, 10, and 11 Black, Hispanic, and White girls were assigned to an in-school 
suspension and to an out-of-school suspension in the 2015-2016 through the 2017-2018 
school years was addressed.  Three school years of archival data from the Texas 
Education Agency Public Education Information Management System were examined to 
determine the effects of ethnicity/race on the number of days Grades 9, 10, and 11 girls 






Summary of In-School Suspension Days Assigned to Grade 9 Girls for 2015-2016 
Through 2017-2018 








2015-2016    
Grade 9 Black Yes Black 0.00 
Grade 9 Hispanic Yes Black 0.70 
Grade 9 White Yes Black 0.72 
2016-2017    
Grade 9 Black Yes Black 0.00 
Grade 9 Hispanic Yes Black 0.77 
Grade 9 White Yes Black 0.79 
2017-2018    
Grade 9 Black Yes Black 0.00 
Grade 9 Hispanic Yes Black 0.70 
Grade 9 White Yes Black 0.44 
 
Concerning the number of days assigned to an in-school suspension, statistically 
significant differences were revealed in all three school years for Grades 9, 10, and 11 
Black girls.  Grade 9 Black girls were assigned between 0.70 to 0.77 more days of in-
school suspension than Grade 9 Hispanic girls, and were assigned between 0.44 to 0.79 
more days in-school suspension than Grade 9 White girls.  Grade 10 Black girls were 
assigned between 0.62 to 0.78 more days of in-school suspension than Grade 10 Hispanic 
girls, and were assigned between 0.36 to 0.58 more days in-school suspension than Grade 
10 White girls.  Grade 11 Black girls were assigned between 0.50 to 0.61 more days of 
in-school suspension than Grade 11 Hispanic girls and were assigned 0.22 to 0.32 more 
days of in-school suspension than Grade 11 White girls.  Revealed in Tables 5.7, 5.8, and 







Summary of In-School Suspension Days Assigned to Grade 10 Girls for 2015-2016 
Through 2017-2018 








2015-2016    
Grade 10 Black Yes Black 0.00 
Grade 10 Hispanic Yes Black 0.69 
Grade 10 White Yes Black 0.36 
2016-2017    
Grade 10 Black Yes Black 0.00 
Grade 10 Hispanic Yes Black 0.62 
Grade 10 White Yes Black 0.51 
2017-2018    
Grade 10 Black Yes Black 0.00 
Grade 10 Hispanic Yes Black 0.78 
Grade 10 White Yes Black 0.58 
 
In regard to the number of days assigned to an in-school suspension, statistically 
significant differences were revealed in all three school years for Grades 9, 10, and 11 
Hispanic girls.  Grade 9 Hispanic girls were assigned between 0.70 to 0.77 days less of 
in-school suspension than Grade 9 Black girls, and were assigned between 0.02 more 
days in-school suspension than Grade 9 White girls with the exception of 2017-2018 
where Grade 9 Hispanic girls were assigned 0.26 days less than Grade 9 White girls.  
Grade 10 Hispanic girls were assigned between 0.62 to 0.78 days less of in-school 
suspension than Grade 10 Black girls, and were assigned between 0.11 to 0.33 days less 
of in-school suspension than Grade 10 White girls.  Grade 11 Hispanic girls were 
assigned between 0.50 to 0.61 days less of in-school suspension than Grade 11 Black 
girls, and 0.24 to 0.31 days less of in-school suspension than Grade 11 White girls.  





Summary of In-School Suspension Days Assigned to Grade 11 Girls for 2015-2016 
Through 2017-2018 








2015-2016    
Grade 11 Black Yes Black 0.00 
Grade 11 Hispanic Yes Black 0.61 
Grade 11 White Yes Black 0.32 
2016-2017    
Grade 11 Black Yes Black 0.00 
Grade 11 Hispanic Yes Black 0.50 
Grade 11 White Yes Black 0.26 
2017-2018    
Grade 11 Black Yes Black 0.00 
Grade 11 Hispanic Yes Black 0.53 
Grade 11 White Yes Black 0.52 
 
In regard to the number of days assigned to an out-of-school suspension, 
statistically significant differences were established in all three school years for Grades 9, 
10, and 11 Black girls.  Grade 9 Black girls were assigned between 0.61 to 0.89 more 
days of out-of-school suspension than Grade 9 Hispanic girls, and were assigned between 
1.04 to 1.28 more days out-of-school suspension than Grade 9 White girls.  Grade 10 
Black girls were assigned between 0.56 to 0.74 more days of out-of-school suspension 
than Grade 10 Hispanic girls, and were assigned between 0.70 to 0.92 more days to out-
of-school suspension than Grade 10 White girls.  Grade 11 Black girls were assigned 
between 0.51 to 0.72 more days of out-of-school suspension than Grade 11 Hispanic 
girls, and were assigned 0.49 to 0.81 more days of out-of-school suspension than Grade 






Summary of Out-of-School Suspension Days Assigned to Grade 9 Girls for 2015-2016 
Through 2017-2018 








2015-2016    
Grade 9 Black Yes Black 0.00 
Grade 9 Hispanic Yes Black 0.61 
Grade 9 White Yes Black 1.19 
2016-2017    
Grade 9 Black Yes Black 0.00 
Grade 9 Hispanic Yes Black 0.89 
Grade 9 White Yes Black 1.28 
2017-2018    
Grade 9 Black Yes Black 0.00 
Grade 9 Hispanic Yes Black 0.71 
Grade 9 White Yes Black 1.04 
 
Concerning the number of days assigned to an out-of-school suspension, 
statistically significant differences were established in all three school years for Grades 9, 
10, and 11 Hispanic girls.  Grade 9 Hispanic girls were assigned between 0.61 to 0.89 
days less of out-of-school suspension than Grade 9 Black girls, and were assigned 






Summary of Out-of-School Suspension Days Assigned to Grade 10 Girls for 2015-2016 
Through 2017-2018 








2015-2016    
Grade 10 Black Yes Black 0.00 
Grade 10 Hispanic Yes Black 0.74 
Grade 10 White Yes Black 0.92 
2016-2017    
Grade 10 Black Yes Black 0.00 
Grade 10 Hispanic Yes Black 0.56 
Grade 10 White Yes Black 0.70 
2017-2018    
Grade 10 Black Yes Black 0.00 
Grade 10 Hispanic Yes Black 0.63 
Grade 10 White Yes Black 0.74 
 
Grade 10 Hispanic girls were assigned between 0.56 to 0.74 days less of out-of-
school suspension than Grade 10 Black girls, and assigned between 0.11 to 0.18 more 
days of out-of-school suspension than Grade 10 White girls.  Grade 11 Hispanic girls 
were assigned between 0.51 to 0.72 days less of out-of-school suspension than Grade 11 
Black girls, and 0.01 to 0.02 less days of out-of-school suspension than Grade 11 White 
girls with the exception of 2015-2016 where Grade 11 Hispanic girls were assigned 0.09 
more days of out-of-school suspesnion than Grade 11 White girls.  Depicted in Table 







Summary of Out-of-School Suspension Days Assigned to Grade 11 Girls for 2015-2016 
Through 2017-2018 








2015-2016    
Grade 11 Black Yes Black 0.00 
Grade 11 Hispanic Yes Black 0.72 
Grade 11 White Yes Black 0.81 
2016-2017    
Grade 11 Black Yes Black 0.00 
Grade 11 Hispanic Yes Black 0.62 
Grade 11 White Yes Black 0.61 
2017-2018    
Grade 11 Black Yes Black 0.00 
Grade 11 Hispanic Yes Black 0.51 
Grade 11 White Yes Black 0.49 
 
Summary of Results for Study Three 
In the third study, the effect of economic status on the number of days Grades 9, 
10, and 11 Black, Hispanic, and White boys were assigned to an in-school suspension 
and to an out-of-school suspension in the 2015-2016 through the 2017-2018 school years 
was addressed.  Three school years of archival data from the Texas Education Agency 
Public Education Information Management System were examined to ascertain the effect 
of economic status on the number of days Grades 9, 10, and 11 boys were assigned to an 






Summary of In-School Suspension Days Assigned to Grade 9, 10, and 11 Black Boys for 
2015-2016 Through 2017-2018 






Grade 9    
2015-2016 Yes Poor 1.25 
2016-2017 Yes Poor 1.31 
2017-2018 Yes Poor 1.49 
Grade 10    
2015-2016 Yes Poor 0.64 
2016-2017 Yes Poor 0.50 
2017-2018 Yes Poor 0.34 
Grade 11    
2015-2016 Yes Poor 0.51 
2016-2017 Yes Poor 0.42 
2017-2018 Yes Poor 0.70 
 
For the three school years and three grade levels analyzed,  Black boys who were 
Poor were assigned to statistically significant more days to an in-school suspension than 
Black boys who were Not Poor.  The range of in-school suspension days for Black boys 
who were Poor were 4.15 days to 5.38 days.  As delineated in Table 5.13, Black boys 
who were Poor were assigned between 0.34 to 0.92 more days of in-school suspension 






Summary of In-School Suspension Days Assigned to Grade 9, 10, and 11 Hispanic Boys 
for 2015-2016 Through 2017-2018 






Grade 9    
2015-2016 Yes Poor 0.62 
2016-2017 Yes Poor 0.71 
2017-2018 Yes Poor 0.72 
Grade 10    
2015-2016 Yes Poor 0.44 
2016-2017 Yes Poor 0.55 
2017-2018 Yes Poor 0.27 
Grade 11    
2015-2016 No Poor 0.12 
2016-2017 Yes Poor 0.23 
2017-2018 Yes Poor 0.70 
 
Across all three school years and three grade levels,  Hispanic boys who were 
Poor were assigned to statistically significant more days to an in-school suspension than 
Hispanic boys who were Not Poor. with the exception of Grade 11 for the 2015-2016 
school year where no differences were determined  The range of in-school suspension 
assignment days for Hispanic boys who were Poor were 3.54 days to 4.86 days.  Hispanic 
boys who were Poor were assigned between 0.12 to 0.72 more days of in-school 





Across all three school years and both grade levels,  White boys who were Poor 
were assigned to statistically significant more days to an in-school suspension than White 
boys who were Not Poor.  The range of in-school suspension assignment days for White 
boys who were Poor were 2.85 days to 5.15 days.  White boys who were Poor were 
assigned between 0.44 to 1.16 more days of in-school suspension than White boys who 
were Not Poor. Table 5.15 contains a summary of these analyses. 
Table 5.15 
Summary of In-School Suspension Days Assigned to Grade 9, 10, and 11 White Boys for 
2015-2016 Through 2017-2018 






Grade 9    
2015-2016 Yes Poor 0.93 
2016-2017 Yes Poor 1.16 
2017-2018 Yes Poor 1.04 
Grade 10    
2015-2016 Yes Poor 0.86 
2016-2017 Yes Poor 0.75 
2017-2018 Yes Poor 0.86 
Grade 11    
2015-2016 Yes Poor 0.44 
2016-2017 Yes Poor 0.46 
2017-2018 Yes Poor 0.46 
 
For the three school years analyzed with the exception of Grade 10 for the 2017-
2018 school year, and Grade 11 for the 2016-2017 school year,  Black boys who were 
Poor were assigned to statistically significant more days to an out-of-school suspension 
than Black boys who were Not Poor.  The range of out-of-school suspension assignment 




5.16, Black boys who were Poor were assigned between 0.26 to 0.84 more days of out-
of-school suspension than Black boys who were Not Poor.   
Table 5.16 
Summary of Out-of-School Suspension Days Assigned to Grade 9, 10, and 11 Black Boys 
for 2015-2016 Through 2017-2018 






Grade 9    
2015-2016 Yes Poor 0.65 
2016-2017 Yes Poor 0.84 
2017-2018 Yes Poor 0.81 
Grade 10    
2015-2016 Yes Poor 0.41 
2016-2017 Yes Poor 0.58 
2017-2018 No Poor 0.26 
Grade 11    
2015-2016 Yes Poor 0.37 
2016-2017 No Poor 0.26 
2017-2018 Yes Poor 0.41 
 
Across all three school years and three grade levels with the exception of Grade 
11 for the 2016-2017 and 2017-2018 school years, Hispanic boys who were Poor were 
assigned to statistically significant more days to an out-of-school suspension than 
Hispanic boys who were Not Poor.  The range of out-of-school suspension assignment 
days for Hispanic boys who were Poor were 3.00 days to 4.17 days.  Hispanic boys who 
were Poor were assigned between 0.04 to 0.49 more days of out-of-school suspension 






Summary of Out-of-School Suspension Days Assigned to Grade 9, 10, and 11 Hispanic 
Boys for 2015-2016 Through 2017-2018 






Grade 9    
2015-2016 Yes Poor 0.49 
2016-2017 Yes Poor 0.24 
2017-2018 Yes Poor 0.20 
Grade 10    
2015-2016 Yes Poor 0.29 
2016-2017 Yes Poor 0.26 
2017-2018 Yes Poor 0.29 
Grade 11    
2015-2016 Yes Poor 0.18 
2016-2017 No Poor 0.04 
2017-2018 No Poor 0.09 
 
Across all three school years and all three grade levels, White boys who were 
Poor were assigned to statistically significant more days to an out-of-school suspension 
than White boys who were Not Poor.  The range of out-of-school suspension assignment 
days for White boys who were Poor were 3.03 days to 3.95 days.  White boys who were 
Poor were assigned between 0.28 to 0.71 more days of out-of-school suspension than 






Summary of Out-of-School Suspension Days Assigned to Grade 9, 10, and 11 White Boys 
for 2015-2016 Through 2017-2018 






Grade 9    
2015-2016 Yes Poor 0.69 
2016-2017 Yes Poor 0.71 
2017-2018 Yes Poor 0.59 
Grade 10    
2015-2016 Yes Poor 0.31 
2016-2017 Yes Poor 0.52 
2017-2018 Yes Poor 0.29 
Grade 11    
2015-2016 Yes Poor 0.28 
2016-2017 Yes Poor 0.34 
2017-2018 Yes Poor 0.31 
 
Connections with Existing Literature 
In the first multiyear, statewide investigation, statistically significant differences 
were established in the number of days assigned to an in-school suspension and out-of-
school suspension for Grade 9, 10, and 11 boys by their ethnicity/race.  These differences 
have been well documented in the extant literature.  Researchers (e.g., Henkel et al., 
2016; Hilberth & Slate, 2014; Jones et al., 2014, Khan & Slate, 2016, Lopez & Slate, 
2020, Miller & Slate, 2019, White & Slate, 2018) have conducted empirical 
investigations in which they have established the presence of inequities in exclusionary 
disciplinary consequence assignments by student ethnicity/race in the State of Texas.  
Findings from their studies of ethnic/racial disparities in the assignment of exclusionary 
discipline consequences were congruent with the studies at the national level.  Only two 




which disparities were addressed in the number of days assigned to an exclusionary 
discipline consequence at the high school level.  
White and Slate (2018) analyzed the extent to which the number of days assigned 
to an out-of-school suspension was associated with the ethnicity/race of Grade 9 and 10 
Texas high school students for the 2013-2014 school year.  They established that Grade 9 
and 10 White boys were statistically significantly underrepresented in the number of days 
assigned to an out-of-school suspension, Grade 9 Hispanic boys were aptly represented, 
and Grade 10 Hispanic boys were underrepresented.  Important in their investigation was 
that Grade 9 and 10 Black boys were exceedingly overrepresented in the number of days 
assigned to an out-of-school suspension.  Miller and Slate (2019) examined statewide 
data for the 2015-2016 school year and conducted a research study on inequities of out-
of-school suspensions as a function of ethnicity/race for Grade 9, 10, and 11, White, 
Hispanic, and Black boys in Texas.  Miller and Slate (2019) documented that across all 
three grade levels, Hispanic boys not only were assigned more often to an out-of-school 
suspension than White boys, but also were assigned about a tenth of a day more per 
assignment to an out-of-school suspension.  This same pattern occurred with the 
comparison between White boys and Black boys.  Black boys were assigned up to two 
tenths of a day more per assignment to an of out-of-school suspension than White boys. 
Established in the second multiyear, statewide investigation were statistically 
significant differences in the number of days assigned to an in-school suspension and out-
of-school suspension for Grade 9, 10, and 11 girls by their ethnicity/race.  These 
differences are congruent with documented research in the existing literature.  Several 




2018) have conducted research investigations in which they have identified the presence 
of inequities in exclusionary disciplinary consequence assignments by student 
ethnicity/race in the State of Texas.  Conclusions from their investigations of ethnic/racial 
inequalities in the assignment of exclusionary discipline consequences were consistent 
with the studies at the national level.  Only two articles by White and Slate (2018) and by 
Miller and Slate (2019) were identified in which inequities were addressed in the number 
of days assigned to an exclusionary discipline consequence at the high school level.  In 
both articles, however, disparities were addressed for boys and not for girls. 
Established in the third multiyear, statewide investigation was the presence of 
inequities in the number of days assigned to an in-school suspension and to an out-of-
school suspension for Grade 9, 10, and 11 Black, Hispanic, and White boys by their 
economic status.  These differences are consistent with the empirical research literature.  
Several researchers (e.g., Eckford et al., 2018, Harkrider & Slate, 2020, Khan & Slate, 
2016; White, 2019; White & Slate, 2017) have conducted research investigations in 
which they have documented the existence of inequities in exclusionary disciplinary 
consequence assignments by student economic status in the State of Texas.  Conclusions 
from their investigations of economic status disparities in the assignment of exclusionary 
discipline consequences were consistent with the studies at the national level (e.g., 
Cholewa, 2018).   
Implications for Policy and Practice 
Several implications for policy and for practice can be made from the results of 
these investigations.  First, with respect to policy, the Texas State legislature needs to 




discipline consequences.  Legislators can create laws to reduce the number of days 
allowed in in-school suspension and out-of-school suspension for each academic school 
year, as well as reduce the use of out-of-school suspensions for less than egregious 
discipline infractions.  
Secondly, in regard to practices and implication of practices, current district and 
campus administrators need to employ programs intended to alter behavior outside the 
realm of disciplinary assignments, primarily exclusionary discipline consequences.  
Educational leaders need to implement professional development programs for staff and 
teachers that instill the skills necessary to build relationships with students which address 
cultural awareness and social and emotional learning development.  Implementing 
Positive Behavioral Interventions and Supports or Social Emotional Learning should be 
explored to determine if these programs can reduce disparity in exclusionary discipline 
consequences.  The training and certification of future educators should be modified to 
focus on strategies designed to identify and reduce conflict which can ultimately lead to 
the assignment of disciplinary consequences.     
Third, campus and district administrators need to examine discipline data 
periodically throughout the year and disseminate the data to staff members.  Campus and 
district leaders need to examine trends in disciplinary assignments and share this 
information to staff members to assist them in determining what specific circumstances 
and resulting behaviors lead to discipline consequences and offer behavior modification 
tools which keep students in class and on campus while reducing or eliminating 





Fourth, outreach programs which build ties and cooperation with the community 
and families to which schools serve need to be strongly established.  Public educators 
need to conduct more home visits, volunteer in the community, and seek volunteers from 
the community to assist where needed on campuses.  Both the community and school 
district must work together for the successful education and future endeavors of the child. 
Lastly, college and universities who train future educators should put more 
emphasizes on finding solutions to the problems which cause cultural disconnect which 
occurs between a predominantly White middle class teaching force and a student body 
which is predominantly Black, Hispanic, and Poor.  These same colleges and universities 
can create partnerships with surrounding school districts and create professional 
development programs in which cultural relevancy and social emotional learning are 
addressed. 
Recommendations for Future Research 
In this multiyear, statewide journal-ready dissertation, the relationship between 
student ethnicity/race and economic status and the number of days assigned to in-school 
suspension and out-of-school suspension for Grades 9, 10, and 11 students was 
examined.  As such, a number of recommendations for future research can be made.  Due 
to the fact that Black boys and Black girls in Texas high schools are assigned a greater 
number of days to an in-school suspension and an out-of-school suspension, one 
recommendation is for researchers to expand this study into the elementary and middle 
school levels as well.  Determining if differences in exclusionary discipline consequences 




information on the development of solutions to the reduction and elimination of 
discipline disparities for these students. 
Second, researchers should broaden this study to more stringent exclusionary 
discipline consequences such as Disciplinary Alternative Education Program placements 
and Juvenile Justice Alternative Education Program placements as a function of 
ethnicity/race and economic status.  Third, further research beyond Texas needs to be 
conducted to determine if the inequities documented herein in the assignment of 
exclusionary consequences as a function of ethnicity/race and economic status also occur 
in other states.  If inequities in assignments to exclusionary discipline consequences are 
determined to exist beyond the borders of Texas, than a national dialogue to address and 
eliminate these disparities can begin.  Fourth, researchers should extend this study further 
into the elementary and middle school levels to determine whether inequities as a 
function of economic status for boys and girls apply at those levels as well.  Fifth, an 
examination is necessary to determine whether inequities in the number of days assigned 
to in-school suspensions and out-of-school suspensions also occur for Texas high school 
girls based on their economic status.  Conducting such an investigation would expose the 
degree to which outcomes obtained in this investigation on boys would be evident to high 
school girls. OLastly, research beyond Texas needs to be performed to determine if the 
inequities documented herein in the assignment of exclusionary consequences as a 






The purpose of this journal ready dissertation was to determine the degree to 
which inequities existed in the number of days assigned to an exclusionary discipline 
consequence for Texas high school boys and girls as a function of their ethnicity/race and 
for Texas high school boys as a function of economic status.  Three years of archival data 
were acquired from the Texas Education Agency Public Education Information 
Management System for statewide data on all Grade 9, 10, and 11 Black, Hispanic, and 
White boys, and girls for the 2015-2016, 2016-2017, and 2017-2018 school years.  In all 
three grade levels and for all three school years, clear disparities were documented in the 
assignment of days to exclusionary discipline consequences.  Black boys were assigned 
to the highest number of days in both in-school suspension and to out-of-school 
suspension, followed by Hispanic boys, and then by White boys.  
Similar results were documented for girls.  In all three grade levels and for all 
three school years, Black girls were assigned to the highest number of days to both in-
school suspension and to out-of-school suspension, followed by Hispanic girls and then 
by White girls.  With respect to poverty, for all three grade levels and for all three school 
years, Black, Hispanic, and White students who were Poor were assigned statistically 
significantly more days to in-school suspension and to out-of-school suspension than 
their peers who were Not Poor.  Readers should note that no research evidence could be 
located in which Black or Hispanic boys or Black or Hispanic girls commit more 
misbehaviors at school or commit misbehaviors that require more days out of the class.  




more misbehaviors than their peers who are Not Poor.  As such, it appears that these 
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